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ABSTRACT 
The study in this thesis is a longitudinal case study of a group of overseas teachers 
involved in research as part of an in-service B. Ed. (Honours) degree in TEFL. 
It addresses the process of development as teacher-researchers of the group during 
the course. In terms of outcomes it seeks to investigate the contribution, as perceived 
by the participants, of involvement in research to their professional development, and 
the impact of this experience on their ways of conceiving of teacher-research and of 
themselves as reflective, enquiring practitioners. 
The findings of the study suggest that the adoption of a multi-stranded approach 
to involvement in research with in-service teachers may be desirable to the extent 
that it may foster the development of teachers as reflective practitioners, while also 
providing for their development at an academic level. However, the study also 
suggests that the particular type of approach to involvement in research undertaken 
by this group can be problematic, given the difficulties in reconciling the on-going 
professional development perspective with the certification element. The efforts to 
include a teacher-research element in degree courses for teachers is not unique to this 
course, and the conflict between the two aims may be relatively common. The end 
result is that the approach may require from participants a lot of effort to create a 
balance between their pedagogical expectations from the course and the criteria of 
academic certification. 
The study also provides some empirically-based analytical frameworks which 
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CHAPTER 1- INTRODUCTION 
The central topic of this thesis is "teacher-research". I became particularly interested 
in this field about ten years ago when I was a practising teacher (a Portuguese lector) 
and an M. Ed. student in Britain. Since then I have progressively developed a deeper 
understanding of, and a more informed critical perspective on, the concept through 
personal investigation (theoretical and empirical sources), formal and informal 
discussions with tutors and colleagues, and personal reflection on my experience as a 
teacher-researcher and that of others. This has been a developmental process which 
has served to endorse some of my initial beliefs but has also led me to question a 
number of assumptions and ideological principles of teacher-research. 
To a large extent, this developmental process is illustrated in the work in this 
thesis. In theoretical terms it reflects much of the knowledge and understanding of 
the topic that I have developed over time. In empirical terms, it is an attempt to seek 
answers to particular questions about teachers' experiences of involvement in 
research with particular reference to formal academic contexts of teacher education. 
My career in Portugal is already oriented towards being a teacher educator, and so 
consideration of how teachers can be helped to be researchers at the enquiring 
practitioner end of the teacher-research continuum scale is of particular relevance to 
me. 
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The inclusion of elements in teacher education courses to encourage participants to 
be learners and initiators of research has gained wide acceptance within the teacher 
education community. Terms like "enquiry-oriented" and "research-based" teacher 
education have been used in the United States, and in Australia and Britain 
respectively (Rudduck, 1985; Tabachnick and Zeichner, 1991) to describe a general 
approach to teacher education that emphasises the development of prospective and 
practising teachers' knowledge, skills and dispositions to become reflective about 
their teaching and to adopt an enquiring stance to their work. 
In postgraduate education "teacher-researchers" or "enquiring-teachers" are those 
"who are students on courses, successful completion of which depends in part on 
their undertaking one or more enquiries into their own practice or that of their 
colleagues" (Nias, 1988: 2). A similar enquiry-orientation has also been adopted in 
part-time and full-time undergraduate courses at both pre-service and in-service level 
(Burgess, 1978; Evans, 1980; Hargreaves and Grey; 1983; Tabachnick and Zeichner, 
1991; Wallace, 1996). 
By and large these two broad orientations reflect two main perspectives that may 
inform the involvement of teachers in research on courses: an academic perspective 
which focus mainly on the development of teachers' academic skills and abilities to 
deal with theoretical discourse; and a professional development perspective which 
draws on the reflective practitioner model to encourage teachers to adopt a reflective 
stance to practice as a means of on-going professional development. 
An emphasis on the academic model may be useful for preparing teachers to 
become more competent users of research literature and more conversant with the 
public theories informing academically current approaches to teaching and learning 
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within the profession. However, the highly-structured nature of the academic format 
of research may fall short of providing teachers with skills and tools for reflection 
that are easily transferable to practice. A balance in focus on both perspectives would 
seem to contribute to bridging the so-called theory/practice divide. Therefore, a more 
ideal kind of provision would be one which exposes teachers to a range of 
experiences aimed at developing their academic skills while also introducing them to 
the theoretical discourse of the profession. 
Despite the calls that have been made for the involvement of teachers as 
researchers, and the suggestions that have been made as to how this can be achieved 
(Altrichter et al., 1993; Brown, 1988; Brown and Dowling, 1998; Elliott, 1991; 
Hitchcock and Hughes, 1989; Hopkins, 1985; McDonough and McDonough, 1997; 
Richards and Lockhart, 1994; Walker, 1985; Wallace, 1998, among others), 
relatively little attention has been drawn to the processes of development of teachers 
as researchers, especially in formal contexts of instruction. 
The debate about the role of the teacher-as-researcher has developed in two main 
directions. In theoretical terms, proponents of teacher-research have been principally 
concerned with discussing its philosophical, epistemological, political and 
methodological foundations, and with arriving at plausible definitions of the concept. 
In empirical terms, much of the work undertaken to date has been mainly cross- 
sectional in nature, and product-oriented. As a result, little is known about the 
pedagogic practices involved in enquiry-based teacher education programmes 
(Tabachnick and Zeichner, 1991: ix) and how teachers in general, and language 
teachers in particular, experience the process of learning about and doing research 
(Brindley, 1991). 
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In terms of course development different views on the preparation of teachers as 
researchers place different emphasis on research skills, which, in turn, may require 
different methodological approaches to training in research methods. Consequently, 
different forms of training may determine the ways in which teachers come to 
perceive their experiences as learners and initiators of research, and to conceive of 
themselves as enquiring, reflective practitioners. 
This is particularly relevant to a particular kind of INSET provision run by British 
universities: the B. Ed. specialist courses for qualified overseas teachers. These 
courses are an interesting form of INSET delivery as they have a number of 
distinctive features. 
" They are specially designed to meet the needs of particular groups of teachers. 
" They are normally affected by an "out-of-service syndrome" (Gilpin and Reis 
Jorge, 1995), i. e. participants are placed in a position of detachment from work 
during full-time attendance on the course. 
" They are attended by groups from cultural and professional backgrounds where, 
given the strong views held about the traditional role of the classroom teacher, 
teaching and doing research are often seen as quite distinct activities. 
The perceived need for empirical work on teachers' involvement in research 
within instructional contexts similar to those described above was the main source of 
inspiration for the study reported in this thesis. 
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1.1. Focus and objectives of the study 
The focus of this study is a two-year B. Ed. degree in TEFL (Teaching English as a 
Foreign Language) aimed at up-grading the participants' initial and in-service 
training to honours degree status. A multi-stranded approach to research is 
incorporated in the course. This can be generally described in the following terms: a 
reading mode, through readings around the lectures and for assignments; a tuition 
mode, through attendance on a course unit on classroom-based research methods 
during the first year of the in-service programme; and an immersion mode, through 
the production of an empirical dissertation in the second year. 
At face value this approach appears to represent a continuum, a linear process of 
involvement in learning about and doing research. However, there is much diversity, 
time overlap, and shifts in emphasis on the different learning modes. 
The general objectives of the study are: 
(a) to explore the experience of the teachers as learners and initiators of research in 
the formal context of an in-service course; 
(b) to uncover the teachers' perceptions of the contributions of the different modes of 
instruction to their development as teachers and researchers; 
(c) to investigate the effects of this experience of involvement in research in shaping 
the teachers' views of "teacher-research" and of themselves as reflective, 
enquiring practitioners. 
Two main areas are under investigation, each including a number of dimensions: 
(1) the process of involvement in research in reading, tuition, and immersion modes; 
(2) the outcomes of involvement in research, in terms of the teachers' knowledge of 
research, of their perceptions of the contributions of this type of experience to 
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professional development, and of their conceptions of "teacher-research" and of 
themselves as teacher-researchers. 
In view of the objectives and the questions under investigation, this study falls in 
the case study tradition of research which is an appropriate strategy to address 
-individual, contemporary phenomena within real-life contexts in which the 
investigator has little control of events (Yin, 1994). A longitudinal approach was 
adopted, which provided for a diachronic perspective of the phenomena under 
investigation (Harre, 1978) as the group were followed over time on the course. The 
use of multiple sources of evidence provided for the collection of a qualitative and 
quantitative data base which is desirable as a means of overcoming problems of 
"method-boundness" (Cohen and Manion, 1994) and increasing construct validity 
(Kidder and Judd, 1986). 
1.2. The structure of the thesis 
The thesis is divided into 11 chapters. In Chapter 2 teacher-research is described 
from a historical point of view linking its roots and connections to different 
educational traditions of research. This will enable a discussion of different 
definitions of the concept. In Chapter 3 teacher-research is discussed in the context of 
teacher education and professional development, in association with different 
approaches to teacher education and the image of the teacher as a knowledge 
generator and reflective practitioner. Chapter 4 is concerned with a review of relevant 
empirical literature on the involvement of teachers as users of, and participants in, 
research. 
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The following chapters are concerned with the study that forms the empirical work 
described and discussed in the thesis. The background, context, and methodological 
approach to the study are described in Chapter 5. Chapter 6 describes a framework 
for analysis developed for the purpose of the study. The processes of the teachers' 
involvement as learners and initiators of research in the reading, tuition, and 
immersion modes are the main focus of Chapters 7,8, and 9 respectively. The 
knowledge and skills of research acquired and developed by the group over time on 
the course, as well as the perceived relevance of involvement in research to 
professional development will be also addressed in these chapters. The teachers' 
ways of conceiving of teacher-research and of their future role as reflective, enquiring 
practitioners are under scrutiny in Chapter 10. Given the diversity of aspects under 
observation, each of these chapters concludes with a brief discussion of results. 
Finally, Chapter 11 builds on the analysis and discussions in the previous sections 
and presents an overview and broader discussion of the results. A number of 
implications are also discussed, and some suggestions made for future research. 
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CHAPTER 2- TEACHER-RESEARCH: A HISTORICAL OVERVIEW 
The theoretical foundations of the teacher-as-researcher movement are grounded in a 
wide range of social, educational, philosophical and political principles and 
orientations. Drawing on principles of social construction of knowledge, post- 
structuralism, research as praxis (Brodkey, 1987; Miller, 1990; Schubert, 1990), and 
on the visions of teachers as reflective practitioners, intellectuals and theory- 
generators (Giroux, 1988; Schön, 1983,1987), the movement pursues a number of 
intellectual and ideological goals linked to the notions of professional empowerment 
and emancipation, liberation and democracy (Freire, 1970; Giroux, 1988). 
However, a critical look at the history of the teacher-as-researcher movement 
reveals the extent to which theorists and educational researchers have imposed a view 
of what practitioner-research should or should not look like, in ways that often appear 
to run counter to the principles of ownership, empowerment and emancipation for 
teachers which the same theorists and educational researchers claim as their rationale. 
The different strands of the teacher-as-researcher movement are rooted in a 
diversity of educational ideals and theoretical principles inherited from different 
traditions of research. Four main traditions have shaped teacher-research, as it is 
currently practised: the educational tradition of child observation, the academic 
discipline-based tradition of research, the action-research tradition, and the 
classroom-based research tradition. 
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2.1. The educational tradition of child observation 
The roots of the teacher-as-researcher, which has a "long history in the teaching 
profession, in educational theory and in Western thought" (McFarland and Stansell, 
1993: 13) can probably be traced back to Plato's and Aristotle's ideals of education as 
a process of active search that enables people to achieve their true destiny, i. e. to 
know the good. Aristotle's notions of morally informed action as a supreme form of 
thought that clarifies belief and understanding, and the importance he assigned to the 
observer's role in the construction of reality, appear to be ideas central to the 
naturalistic forms of enquiry that many classroom teachers become involved in today 
(Atkin, 1989). 
The principles of naturalistic observation derived from the Aristotelian 
representation of knowledge as a constant process of discovery appear to be implicit 
in Francis Bacon's (1561-1626) advocacy, in "The Advancement of Learning" 
(1915), of teachers' involvement in careful observation and understanding of the 
differences in the pupils' nature. Bacon's ideas had a decisive influence on educators 
like Comenius (1592-1670), known by Keatinge as "the prince of schoolmasters" 
(1910: 98). In "The Great Didactic", a treatise on education, Comenius, himself a 
practising teacher, defined the pedagogue as a leader, rather than a driver of children, 
and outlined a number of pedagogical principles and insights which he derived from 
his empirical observation of how children learn. An advocate of teaching methods 
based on child psychology and observational research, Comenius might have been 
the initiator of child-centred observation (Piaget, 1967). 
Some of Comenius's principles were restated and put into practice by theorists 
and educators like John Dury, the author of "The Reformed School" (first published 
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in 1650), and Hezekiah Woodward, the author of "A Light to Grammar" (1641) and 
"Of the Child's Portion" (1649). Many of Woodward's ideas about the education of 
children were based on the observation of his own pupils and on memories from his 
own childhood (Lawrence, 1970). Dury was a defender of direct observation of 
children as a means of understanding their different styles of learning, and of 
providing for their needs as learners: 
This, then, is the masterpiece of the whole art of education, to watch over 
the children's behaviour in their actions of all sorts, so as their true 
inclinations maybe discovered. (Dury, 1958: 33) 
The importance of understanding children's individual styles and capabilities was 
also emphasised by Locke (1632-1704), who suggested that different methods should 
be adopted to suit the development of each individual learner. Drawing on the 
recognition that "there are possibly scarce two Children, who can be conducted by 
exactly the same Method" (1934: 187), Locke contended that: 
He therefore that is about Children should well study their Natures and 
Aptitudes, and see by often Trials what Turn they easily take, and what 
becomes them; observe what their native Stock is, how it may be improv'd, 
and what it is fit for. (1934: 40) 
It was Pestalozzi who "probably came closest to the contemporary notion of 
teacher-research" (McFarland and Stansell, 1993: 13). The decision to employ 
naturalistic methods of observation to a study of his own son was later applied to 
other children, especially underprivileged children with whom he developed and 
tested his ideas of child-rearing. Pestalozzi used, and encouraged teachers to use, 
enquiry methods of observation in order to understand and provide for the needs of 
the learners. In his view the teachers' focus of enquiry should be twofold: the children 
and their environment: 
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The man [... ] who looks upon conduct as the fruit ripening upon the tree, 
whose aim it is to bring the inner life of his child to perfection; the man who 
desires to make of his child that which [... ] it can and ought to become, must 
first of all ask himself: "What is there firstly in the child himself, and 
secondly in the environment and conditions which are forced upon him, 
which Nature herself employs in the education of mankind, from which we 
may learn the principles of education? (Green, 1912: 160) 
Through placing a strong emphasis on the observation of nature as a relevant 
source of children's learning, and through developing his own beliefs from what he 
had tried out in practice, Pestalozzi was himself an example of an enquiring teacher 
who seeks personal growth in the observation and study of children, and in the 
acceptance of the students as sources of learning: 
I learned from them [the children]... to know the natural relation in which 
real knowledge stands to book knowledge. I learnt from them what a 
disadvantage this one-sided letter- knowledge and entire reliance on words 
[... ] must be. (1900: 18-19) 
A more recent influence to the idea of the teacher-as-researcher was the work of 
Montessori (1870-1952) (McFarland and Stansell, 1993: 13). Montessori used 
experimentation and special methods of observation in school settings as she 
recorded teachers' methods and their effects on students. She also trained teachers in 
observation methodology. Her naturalistic approach to investigation is better 
appreciated in her own words: 
I placed no restriction upon the teacher and imposed no special duties [... ] I 
merely wanted to study the children's reactions. I asked her (the teacher) not 
to interfere with them in any way as otherwise I would not be able to 
observe them. (Kramer, 1976: 89) 
Towards the end of the 19th century, Francis W. Parker was the first well-known 
American educator to promote research by teachers (McFarland and Stansell, 
1993: 14). In 1875 Parker initiated a secondary school programme reform movement 
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in Quincy, Massachusetts, which became widely known as the "Quincy System" 
(Cremin, 1961; McFarland and Stansell, 1993). Soon after he was later appointed as 
principal of the Cook County Normal School in Chicago in 1882, some classroom 
studies began to be conducted by teachers in Cook County, reports of which were 
published in "The Elementary School Teacher and Course Study". In essence, 
Parker's work was inspired by his strong belief in observational research as a basis 
for child-centred pedagogical practices aimed at promoting relevant, active learning 
experiences. 
Despite the fact that such educators had realised the need for understanding 
children, and had suggested the implementation of observational studies to inform 
the adoption of different teaching methods to suit the learners' different styles, little 
attempt was made until the last two decades of the 19th century to produce 
systematic studies of this kind (Lawrence, 1970: 292). In his Introduction to Preyer's 
"The Mind of the Child" Stanley Hall, for example, argued that "teachers as a rule do 
not study the nature of the children they instruct" (1888: xxii). 
Such claims may have resulted in calls for teacher involvement in research that 
were made by progressive educators who shared an interest in translating 
collaborative problem-solving methods for pupils into an approach to learning among 
teachers (Hodgkinson, 1957). The Progressive movement in education, which arose 
at the end of the 19th century as a reaction to traditional teaching methods relying 
heavily on memorisation and recitation of facts, tended to focus primarily on the 
child rather than on the subject matter, and to emphasise the supremacy of active 
learning over passive learning, the classroom being the laboratory where students 
would experiment in order to learn things relevant to their lives. 
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John Dewey gave the Progressive movement much of its energy. His argument in 
favour of the involvement of teachers in research as a crucial practice in the 
development of a science of education, derived from his concern about the little 
impact that educational theory appeared to have on classroom processes, and the 
realisation that teachers' contributions to educational theory was "a comparatively 
neglected field" (1929: 46). In a similar vein to earlier teacher-research proponents, 
Dewey's suggestion was that teachers should attempt to find out appropriate ways to 
communicate knowledge that is meaningful to children through making appeal to 
their pupils' personal experiences (1929). 
Dewey's theories were put into practice in a laboratory school that he founded 
with his wife, Alice, in Chicago in 1896. Lucy Mitchell, a close friend of Dewey's, 
reported the work in the laboratory school as "looking at little children learning, and 
intentionally facilitating the process every day" (Greenberg, 1987: 75), through 
"unbiased, scientific study of children, their nature and their growth" (Greenberg, 
1987: 81). The Bureau of Education Experiments (BEE) founded in 1916 by Lucy 
Mitchell served as a support agency to the research of teachers and the dissemination 
of their findings. 
2.2. Teacher-research and the academic discipline-based traditions of research 
Underlying the claims made by early educationalists for teachers' involvement in 
research was a strong focus on the learner, and the centrality of the teacher in the 
process of natural observation of children. This stance differed from that adopted by 
proponents of teacher-research in connection with different academic traditions of 
research. This was particularly the case with psychologists and sociologists, whose 
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main motivations for enlisting teachers as "researchers" were two-fold: (a) the 
recognition of the role that classroom practitioners could play in assisting 
professional researchers with gaining access to data leading to work outside the 
classroom, and (b) the conviction that practice could be improved through conveying 
to teachers the theories of educational researchers (Webb, 1990). 
In the early 20th century, in America, attempts were made to bridge the gap 
between the theory generated in academic institutions and the reality of the 
classroom. This involved teachers as students of research. The requirement was for 
them to develop an understanding of the research concerns and methods of 
experimental psychology under the claim that: 
for reliable results there [were] needed trained observers [... ] a body of 
earnest teachers who [were] also students [... ] ready to make every day's 
undertakings an object of thoughtful, critical direction [... ] as if working in a 
laboratory. (Boone, 1904: 200) 
Underlying such claims, however, was the intention to make the work produced 
by academic researchers within the methods of experimental psychology accepted 
and valued by the teaching community (May, 1981; Webb, 1990). It also provided 
academic researchers with long time access, through classroom teachers, to large 
numbers of learners as subjects of the researchers' investigations (Webb, 1990). In 
contrast to the tradition of naturalistic enquiry, this approach intervened in, and 
manipulated the contexts under investigation rather than observing and describing 
them. Buckingham (1926), for example, called for the involvement of teachers in 
research as a means of ensuring the pursuit of psychological problems "in their 
immediate and practical bearing" (p. 374), and the application of results " to the very 
persons from whom the data were secured and in respect to whom, therefore, their 
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validity is less doubtful" (p. 374). Buckingham exhorted teachers to become 
researchers through adopting the experimental approach typical of the psycho- 
statistical paradigm of investigation: 
Some of the experiments performed by the psychologist can be conducted 
by you, and there are others, available to you, which he [sic] cannot easily 
manage. (1926: 371) 
Despite his predominant concern with testing and experimental research, 
Buckingham acknowledged that "among the many types of research work available to 
teachers, the making of case studies is by no means unimportant... [a collection of 
which] would be a priceless legacy from an experienced teacher" (1926: 378). For 
Buckingham, however, case studies represented the kind of research undertaken 
along the lines of those carried out by clinical psychologists on the basis of detailed 
records of the antecedents, needs, and achievements of the individuals under 
investigation (Webb, 1990). 
Like their counterparts in psychology, sociologists have also inducted teachers 
into their methods and for similar reasons. This was particularly the case for 
educational researchers working within the ethnographic "interpretative" paradigm of 
investigation as proposed by the "new sociology of education" (Gorbutt, 1972). 
Drawing upon the early work of the Chicago School of Sociology in the 1930s in 
the USA, and inspired by Young's seminal work "Knowledge and Control" (1971), 
the proponents of the "new sociology of education" viewed educational knowledge as 
ideological, problematic, socially constructed, and open to sociological examination 
from an ethnographic interpretative perspective (Young, 1971; Gorbutt, 1972; 
Bartholomew, 1973). In the belief that social issues are best addressed through 
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participant observation, educational sociologists offered teachers a central role as 
researchers and contributors to new understandings. 
At the North East London Polytechnic Gorbutt (1972) developed the notion of 
"the self-critical researching teacher" to describe practitioners who were to adopt the 
new interpretative framework and commit themselves to the task of monitoring the 
effectiveness of their own and colleagues' activities in order to improve practice (p. 
10). 
The "new sociology of education" ideals of school change inspired ethnographic 
studies of schools (Hammersley and Woods, 1976; Woods, 1980a, 1980b), and the 
involvement of teachers in research following this tradition of enquiry. Burgess's 
(1980b) accounts of a series of in-service courses aimed at introducing practitioners 
to current issues and methodologies of sociological research, reflect his belief in 
teachers' involvement in collaborative research to inform school policy and decision- 
making. 
Despite their differences in focus and epistemological orientations, the psycho- 
statistical and the sociology traditions shared the common purposes of enlisting 
teachers to become researchers through adopting the particular ways of thinking and 
acting in relation to practice, and the specific methods and conceptual frameworks of 
their facilitators in academic institutions. 
2.3. Teacher-research within the tradition of educational action research 
The term action research was possibly coined by Collier (1945) in the USA to 
describe a collaborative and democratic approach to respond to real social needs and 
to improve the effectiveness of social planning (Collier, 1945). This notion was 
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further developed by Lewin (1946,1948) as a model of research that took the form of 
a "spiral of steps each of which was composed of a cycle of planning, action and fact- 
fording about the result of the action (1946: 35). Lewin's main concern was with 
establishing action research as an effective means of addressing social conflicts 
involving especially industrial workers and minority groups who were the victims of 
"the forces of exploitation and colonialisation that had been prominent in their 
modem histories" (Adelman, 1993: 8). 
It is not surprising that following its entry in the educational scene in the 1940s 
action research has since been advocated as a model of research particularly suitable 
for the work of practitioners as it is directed towards problem setting and solving and 
allows for practitioners to continue to review, evaluate and improve practice in their 
own contexts of work. However, it was not until the 1950s that conscious attempts 
started to be made in a more systematic way to encourage teachers, principals, and 
supervisors to adopt an action research approach to their own practice (Corey, 1949, 
1953; Corey and Shukla, 1962; Wann, 1953). It was probably at about this time that 
action research first became a possibility in Second Language education (Lane, 
1962), although "this practice appears to have been rare until recently when there has 
been a renewed interest in research of this type" in language teaching and learning 
(Crookes, 1993: 131-132). 
After a period of growth in the 1940s and 1950s the practitioner-research 
movement fell into decline. This marked the beginning of what one might call a 
second phase of theory-driven research. The tendency was once again to widen the 
gap between theory and practice, to separate research from action, and to base 
curriculum development on a "research-development-diffusion (RD and D) model" 
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(Carr and Kemmis, 1986) which perpetuates the division between teaching and 
research as quite separate practices: 
Researchers would research and teachers would teach, and the twain would 
meet on curriculum projects, in which the researchers would tell the teachers 
what to do. (Crookes, 1993: 131) 
However, a renewed interest in action research developed in association with the 
teacher-as-researcher movement which flourished in Britain in the late 1960s and . 
early 1970s in connection with curriculum development and implementation projects, 
in response to the need to place practitioners at the heart of school and classroom 
reform. This happened at a time when a greater sense of professionality was brought 
about by the fact that teaching became an all graduate profession in England in the 
1970s. 
The Humanities Curriculum Project (HCP) (1967-1972) under the direction of 
Stenhouse (Stenhouse, 1973; 1975) was an attempt to involve practitioners in the 
process of curriculum development and implementation in order to address the 
dilemma faced in the UK during the late 60s and early 70s: 
curricula [were] being misused by teachers, who adapted them to match 
their traditional pedagogy and the assumptions about knowledge and 
teaching that underpinned it. (Elliott, 1987b: 162) 
From his experience with the Humanities Curriculum Project, Stenhouse (1975) 
developed the notion of the "teacher-as-researcher" where teachers engaged in 
developing their teaching through the adoption of a reflective and enquiring stance to 
action in the classroom. 
Following Stenhouse's lead, the Ford Teaching Project (Elliott, 1976) and the 






(T. I. Q. L. ) (Elliott, 1981a; Ebbutt and Elliott, 1985) involved teachers in researching 
their work in order to implement discovery teaching methods in their classrooms and 
to improve their practice. Like earlier progressive educators in America, the aims of 
those in the UK were to promote pupils' learning through discovery and exploration, 
and to develop a parallel exploratory approach to pedagogy. Action research was seen 
as an approach that teachers could adopt to address and solve practical problems and 
contribute to create a theory of teaching (Elliott and Adelman, 1976: 7). 
Following the exploratory work in action research undertaken in the early 1970s at 
the Centre for Applied Research in Education (CARE), University of East Anglia, 
and at the Cambridge Institute of Education (CIE), the number of action research 
projects and networks has expanded, centred mainly on institutions of Higher 
Education where teachers are introduced to, and initiated in, the action research 
paradigm, and provided with support in the conduct of action research studies. Active 
centres of action research in the UK have developed in the University of Bath 
(McNiff, 1988; Whitehead, 1989,1993), Kingston College of Education (Lomax, 
1994), the Department of Education of the University of York (Lewis, 1988; Webb, 
1984,1986,1988,1990), and the Worcester College of Higher Education (Ghaye and 
Wakefield, 1993). 
The movement has also expanded in other countries. In Australia, the theoretical 
work of McTaggart, Can and Kemmis has established action research as an avenue 
for teachers' involvement in curriculum development and change (McTaggart and 
Kemmis, 1981; Carr and Kemmis, 1986). The action research group based at Deakin 
University, Victoria, has played an influential role in the promotion and the support 
of teacher-research, particularly within the University's own certification 
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programmes. Equally important has been the work developed in second language 
learning, especially EFL, by the National Centre for English Language Teaching and 
Research (NCELTR) in Sydney (cf. Brindley, 1990). This is particularly significant 
given the fact that research in EFL has usually progressed at a slower pace than in 
general education. In this respect Wallace's (1998) seminal book on action research 
for EFL teachers appears to be particularly relevant in bringing the two strands 
together in ways that had not been done before. 
It was mainly in association with the action research tradition that teacher-research 
became prominent in ELT in the 1980s. The late adoption of teacher-research in the 
ELT field was probably due partly to the influence of the "applied linguistics" 
tradition of research, and partly to the nature of ELT described by McDonough and 
McDonough (1997: 33) as a world wide profession operating in a variety of different 
political, social and cultural contexts, and educational frameworks (private 
institutions, colleges, universities, primary and secondary schools) that are different 
from the kind of national system from which much of teacher and action research is 
derived. 
Since the 1980s the linkage between teacher development and teacher research 
and action research has been made increasingly explicit in the ELT field. This is 
illustrated by the collection of conference papers entitled "Teachers Develop 
Teachers Research" (Edge and Richards, 1993) and the subsequent "TDTR" 
conferences held in 1995 and 1997, which incorporated accounts of small-scale, 
personal and collaborative projects by ELT teachers. Further instances are provided 
by work undertaken outside of the UK. This is the case of work carried out in the 
USA both in ELT and mother tongue education (Chamot, 1995; Goswami and 
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Stillman, 1987; Green and Wallat, 1981; Strickland, 1988), and large scale projects 
in Australia: the collaborative teacher-research projects in the context of the Adult 
Migrant Education Programme (Nunan, 1992), and the national action research 
project designed to investigate the impact of new curriculum frameworks (Bums and 
Hood, 1995). A special issue of TESOL Journal (Vol. 4, No. 1,1994) was devoted to 
teacher-research. 
As action research groups have evolved, they have developed their own 
intellectual traditions, theoretical perspectives and ideological orientations, which 
have determined the ways in which action research has been theorised and carried out 
within the groups with subsequent effects on the ways it has been advocated as a 
method for use by teachers. One of the main divides in the action research 
community has been created by two different action research orientations: practical, 
and critical or emancipatory. Teacher-research following a practical orientation has 
been criticised by critical theorists such as, for example, Holly (1987), Nixon (1981), 
Lawn (1989) and Kemmis (1992), among others, for focussing on the micro context 
of the classroom, taking too narrow a view of action research, and emphasising 
personal renewal at the expense of reform and social reconstruction. However, taken 
broadly, the work of the different schools of action research has been critiqued for 
imposing on intending practitioner researchers a straitjacket of rigid and confusing 
schemes and orientations likely to restrain the objectives of teacher autonomy and 
emancipation pursued by the action research movement itself. In reviewing the 
history of the teacher-researcher movement Webb writes: 
Ironically, there seems to be a particular danger of teachers being channelled 
into certain ways of interpreting their world in forms of research which 
specifically set out to 'emancipate' them. This raises questions about how 
far facilitators of learning can take responsibility for the emancipation of 
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those with whom they work and the criteria that they use to determine when 
and to what degree such emancipation has been achieved. (1990: 25-26) 
The paradox of action research for autonomy and social reconstruction is best 
captured by Groundwater-Smith. In her view, the problem with action research is that 
"it `instils practice' in ways which themselves are in some danger of becoming frozen 
into dogmas complete with their own iconic forms"(1991: 54). 
In a similar vein, Johnston (1994) has argued that action research imposes 
systematic, collaborative and critical approaches to enquiry which may not be 
compatible with the way many teachers explore and understand their work. 
Furthermore, although action research appears to follow the earlier tradition of 
classroom observation, given the different ideological orientations not all action 
research projects have focussed on the classroom in that way. Essentially, the earlier 
movement of child observation was focussed on understanding learners (as, indeed, 
were the psychologists), while the action research movement seems to be more 
focussed on teaching and the curriculum. In this sense action research comes closer 
to teacher-research in connection with the classroom-based research tradition which 
evolved from an initial stage where the main focus was on teaching for prescriptive 
purposes, to a stage where the main interest was in describing and understanding the 
complexity of the classroom. 
2.4. Teacher-research within the classroom-based research tradition 
The encouragement of teachers to look upon themselves as classroom researchers has 
rested, to a large extent, on the idea that they are the ones in a particularly privileged 
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position as insiders. Hopkins (1985), for example, describes "classroom research by 
teachers" as a process based on: 
its practitioner, problem solving, and eclectic orientation (p. 39) [which] 
implies the acquisition of skills and techniques that become part of a 
teacher's repertoire and are subject to the exercise of their professional 
judgement. (p. 44). 
Broadly defined as research centred on what actually happens inside the classroom 
(Allwright and Bailey, 1991: 2), modem classroom research began to develop in the 
1950s mainly for teacher training purposes. Teacher educators' main concern was 
with identifying effective teaching procedures to feature in training programmes, 
with a view to improving the practitioners' "craft knowledge" (Tom, 1987) for 
teaching their own subjects. Novice and experienced teachers were thus instructed to 
apply the techniques and strategies prescribed as the most successful ones in 
producing the best learning outcomes. 
In this tradition the area of language teacher education has not been an exception. 
One of the first research tools to be used for such purposes was borrowed from the 
general field of education: the Flanders (1970) Interaction Analysis Categories 
system (FIAC), a ten-category observation schedule designed to record and measure 
the degree of directness or indirectness of teaching styles. Flanders' system served as 
an inspiration for the subsequent development of other instruments with specific 
application to language pedagogy. Moskowitz's (1971) Foreign Language Interaction 
(FLINT) and Fanselow's (1977) Foci for Observing Communications Used in 
Settings (FOCUS) are two major examples of classroom observation schedules 
which attempted to include much more focus on the learner and learner/teacher 
interactions than had FIAC. 
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Developments in linguistics and language education have provided the stimulus 
for change and refinement of the early observational tools. The emergence of 
discourse analysis as a field of linguistic enquiry led to the development of 
instruments like Sinclair and Coulthard's category system (1975), a hierarchy of units 
used to code and analyse classroom interaction, and the "Embryonic Category 
System" developed and used by Long, Adams, McLean and Castanos (1976) to code 
the communicative variety of speech produced by learners, a focus which none of the 
earlier teacher-oriented observation schedules had embodied. In terms of language 
pedagogy the "Communicative Orientation of Language Teaching (COLT)" (Allen, 
Fröhlich, and Spada, 1984; Fröhlich, Spada and Allen, 1985) was designed as an 
observational system "to measure the extent to which an instructional treatment may 
be characterized as communicatively oriented" (1985: 29). 
One major limitation of the process-product approach to classroom research based 
on instruments designed to serve as methods of observing and analysing classroom 
procedures resided in the fact that such instruments were to be used with teachers as 
subjects of research, not as researchers themselves. The high level of training 
required to use this kind of instrument, and the difficulty in adapting them to 
different teaching contexts made it virtually impossible for teachers to use them to 
investigate their own or others' practices. 
Another limitation of the classroom observation schedules was their inability to 
address "the very high complexity of the teaching process [which] makes it very 
difficult to talk in absolute terms about "good" and "bad" teaching devices" (Politzer, 
1970: 43). The objectivity of data and the generalisability of results that such 
instruments were intended to produce did not take into account the local conditions 
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of the instructional settings, and excluded the possibilities for the outside researcher 
to explore the subjective facets of teaching and learning (teachers' thinking and 
decision making processes). 
Yet another limitation of the later systems (Coulthard onwards) resided in the fact 
that they were language oriented. Changes in views about how language is learned 
(interaction, negotiation, communication) meant that a focus on the quality of 
language functions used by teachers and students became an important way of 
looking at learning. However, such systems appear to have given even greater 
insights into teaching and had great influence on language teaching methodology. To 
some extent they actually vanquished the use of repetitive drills, at least as a 
legitimate teaching technique. 
The shift in focus from teacher performance to learner behaviour, the moves from 
method to technique to process, and the shift in classroom-based research for 
prescriptive purposes to research for descriptive purposes led to a change in 
methodological orientation to the study of classrooms. Following the earlier tradition 
of natural observation ethnography became a possibility as a model of research 
centred on describing and understanding the complexity of classrooms in general, 
and the language classroom in particular (cf. Long, 1988; van Lier, 1988,1990). 
In examining the role of the second language teacher as classroom researcher, 
Long (1983) has made a call for a greater role for classroom-based research in 
graduate programmes in view of the fact that (a) by undertaking classroom-based 
research teachers can obtain information about how classes are taught, as opposed to 
other people's beliefs about how they are or should be taught, and (b) by receiving 
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training in classroom observation practitioners will be equipped to monitor their own 
classes or those of colleagues. 
Grounded in the tradition of classroom-based research, Allwright has developed 
the concept of "exploratory teaching", "exploratory language teaching and learning" 
(1992a, 1992b, 1994) or "exploratory practice" (Allwright, 1997; Allwright and 
Luenzen, 1997), an alternative approach to action research in EFL, which he broadly 
defines as: 
a practical way of bringing the research perspective properly into the 
classroom, without adding significantly and unacceptably to teachers' 
workloads, so as to contribute both to professional development and to 
theory-building within and across the profession. (Allwright, 1992a: 14) 
"Exploratory teaching" represents a "potentially productive way of exploring the 
things that puzzle teachers and learners about what is happening in their own 
classrooms" (Allwright, 1992a: 2), through using pedagogic activities already familiar 
to teachers for investigative purposes. The process involves a number of steps that 
can be summed up as follows: 
" identifying a puzzle area; 
" refining one' s thinking about that puzzle area, which involves the 
ability to mentally explore an issue, and not to accept a first 
interpretation of it: 
" selecting a particular topic to focus upon, which may sometimes be 
dictated by immediate practicalities rather than by the centrality of the 
chosen topic to the original issue; 
finding appropriate classroom procedures to explore it, that is choosing 
from the repertoire of pedagogic activities teachers already know and 
trust those which might be the most appropriate ones for investigative as 
well as pedagogic purposes (e. g., group or pair work discussions, 
simulations, role-plays, projects, dialogue journal writing, poster 
sessions, etc. ); 
adapting the classroom procedures to the particular puzzle to be 
explored, which may involve substituting the traditional topics 
addressed in the different language classroom activities by the topic of 
the puzzle to be explored; 
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" using the planned procedures in class, which may require teachers to 
develop the monitoring skills they need to use activities both for their 
pedagogical potential and simultaneously for data collection purposes; 
" interpreting the outcomes; and 
" deciding on their implications and planning accordingly. 
(Allwright, 1992a) 
This process is advocated by Allwright on the grounds of a number of criteria of 
relevance, reflection, continuity, collegiality, learner and teacher development, and 
theory-building, which reflect the major aims of "exploratory teaching": 
to ensure that what teachers explore is relevant to themselves, regardless 
of what concerns academic researchers, and that it is also relevant to 
their learners; 
to promote reflection, by both teachers and learners; 
to ensure that it is a continuous enterprise, not something that teachers 
will try once and then drop for ever; 
" to bring teachers together more, bring teachers closer to learners, and 
heal the perceived rift between teachers and academic researchers; 
" to help learners develop as learners through focussing on questions that 
are seen as relevant by learners as well as teachers, and prompting 
learners, like teachers, to reflect on their experiences; 
" to contribute to teachers' own development, and to the more general 
professional development of the field; and 
" to develop a general understanding of classroom language teaching and 
learning, by building upon the articulated understandings of those 
closely involved. (Allwright, 1992a: 8- 10) 
In terms of objectives, "exploratory teaching" as advocated by Allwright does not 
differ significantly from the principles subscribed to by proponents of teacher- 
research in general. In procedural terms, the planning-interpreting-evaluating- 
planning cycle bears a close resemblance to the action research cycle proposed by 
action research theorists. However, "exploratory teaching" differs from action 
research and other more conventional forms of enquiry in that, through basing the 
investigative activities on the repertoire of pedagogic activities that are familiar to 
teachers and learners, it aims to minimise a number of major problems usually 
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involved in teacher-research: time commitment difficulties, the burden of learning 
new research skills, threats to self-esteem, and interference with, or disruption of 
normal teaching and learning. The term "exploratory", for example, is used 
intentionally to differentiate this approach from other forms of research: 
In 'exploratory' work the focus is not necessarily on action itself, and 
certainly not, as in 'action research', on trying out new ideas to solve a 
teacher's problems. Instead the focus is on 'exploring' teachers' puzzles, 
through means that do not interfere with or interrupt the teaching and 
learning, but which are designed to make a directly positive contribution to 
them. " (Allwright, 1992b: 11- 12). 
Similarly, underlying the suggestion that "exploratory teaching" starts with 
"puzzles" rather than "problems" is the belief in the fact that the former term is likely 
to pose fewer threats to teachers' self-esteem than the latter. 
This view of teacher-research involves teachers in taking notice of, and attempting 
to understand what takes place in the classroom. Bissex (1986), for example, has 
suggested that: 
Everything that happens in a classroom can be seen as data to be understood 
rather than causes for blaming or congratulating ourselves or our students. 
[ ... ] new approaches to teaching are no longer 
just risks, but opportunities 
for learning. (Bissex, 1986: 483) 
If, as Pring (1978) suggests, a distinction is to be made between "theory and 
theorizing", the teacher-researcher's task appears to be that of theorising, i. e. 
reflecting systematically and critically upon practice. In Pring's view, the teacher-as- 
researcher is not 
someone who conducts complex experiments with control and experimental 
groups and with sophisticated techniques for testing evidence and measuring 
results [but rather] the person who takes seriously the injunction to theorize 
about practice or to think systematically and critically about what he is 
doing (1978: 236). 
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Thus the teacher-researcher is the one who observes, questions, and learns in the 
context of his/her own classroom which becomes "a learning laboratory" (Johnson 
and Chen, 1992: 215), and the crucible setting (Gaies, 1980) for teachers to explore. 
2.5. Teacher-research: a continuum 
The diversity of contexts, aspirations, epistemological and methodological 
orientations of teacher-research makes it difficult, if not impossible, to arrive at a 
generally agreed definition of the concept. In view of the ways in which teacher- 
research has been moulded and appropriated by the different theoretical orientations 
of the different schools of educational research, it is perhaps more appropriate to look 
at the history of the teacher-as-researcher movement as the history of different 
"teacher-research movements" (Lawn, 1989; Webb, 1990). As Lawn suggests: 
There is probably more than one teacher as researcher movement, certainly a 
number of differences among authors writing from within it. (1989: 148) 
These multiple perspectives and motivations have led to different meanings of the 
teacher-as-researcher concept. In general tenns, there are three broad conceptions of 
teacher-research: teacher-research as an approximation of more traditional university- 
based social science research; teacher-research as a reflective and/or reflexive process 
for the benefit of the individual teacher and his/her learners; and teacher-research as a 
new genre with its own distinguishing features of internal standards of logic, 
consistency and clarity. 
The first view is supported by Myers (1985), for example, who has argued that 
teachers should adopt and be well-grounded in basic and applied social science 
research paradigms in order to replicate the studies of university-based researchers. 
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An identical stance is adopted by Nunan (1997) who argues for a view of teacher- 
research in TESOL that should be carried out and reported with rigor and amenable 
to scrutiny, critique, and replication in order to meet the same methodological and 
ethical standards that are applied to other kind of research. 
In contrast, a second perspective of teacher-research is best captured by Berthoff 
(1987) and Britton (1987). Berthoff suggests the conversational quality of teacher- 
research by insisting that "what we need is not what is called 'research' but the kind 
of theory that is generated in dialogue among teachers" (1987: 29). She places little 
emphasis on data gathering, and contends that teachers already possess all the 
infonnation they need to re-examine or, in her own word, to "RE-searcW' their own 
practices: 
"REsearch, like Recognition, is a Reflexive act. It means looking - and 
looking again. This new kind of Research would not mean going out after 
new "data" but rather Reconsidering what is at hand. " (1987: 30) 
Similarly, Britton has contended that "every lesson should be for the teacher an 
inquiry, some ftuther discovery, a quiet form of research" (1987: 15). This broad view 
of teacher-research places an emphasis on conscious observation of, and reflection on 
day-to-day classroom interactions as a means for teachers to come to know 
themselves and their students more deeply and, in so doing, to create improved 
classroom contexts for teaching and learning. 
A third view is supported by Mohr and Mclean (1987) and Bissex and Bullock 
(1987), who argue that teacher-research is essentially a new genre, not entirely 
different from other types of systematic enquiry into teaching, yet not necessarily 
bound by the constraints of traditional research paradigms. From this perspective 
teacher-research is seen to constitute a more grass roots phenomenon with its own 
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internal standards of logic, consistency and clarity, and with its own distinguishing 
features: focus, methodological and epistemological stance, and ownership (Cochran- 
Smith and Lytle, 1990). In Allwright's terms (1997) it represents a sustainable way of 
integrating a research element into teaching and learning that does not immediately 
invite evaluation by academic standards as teachers adapt pedagogic activities to 
serve as investigative tools in order to search for local understandings rather than for 
incontrovertible findings and universalistic theory. 
Underlying much of the theoretical discussion of teacher-research has been the 
dichotomy between two complementary worlds: the world of theory and the world of 
practice, that is, the world of the scholarly community of academic and professional 
researchers and the world of classroom practitioners. Ibis distinction is best captured 
by Richardson (1994) when she proposes that a distinction be made between 
"practical inquiry" and "formal researcW'. By "practical inquiry" she means research 
that is conducted by practitioners in their everyday work life to help them understand 
their contexts, practices, and students, not for the purposes of generalisation and 
developing general laws related to educational practice, but rather to suggest new 
ways of looking at the contexts of practice and the possibilities of improving and 
changing practice (Richardson, 1994: 7). "Formal research", in turn, is defined by 
Richardson as research designed to contribute to the general knowledge about and 
understanding of educational processes, actors, outcomes, and contexts and the 
relationships between or among them (1994: 7). 
Richardson does not reject the idea that both forms of research may be undertaken 
by practitioners, neither does she deny the practical enquirers' deliberate attempts to 
collect data systematically as they seek new insights into professional practice. 
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However, the reactive effects of turning practical enquiry into formal research are 
explained by Richardson in terms of the different aims and methodological 
approaches to either investigative orientation: 
There is a community understanding of appropriate rhetorical forms of 
representation, as well as adequate research designs and methodology in 
formal research, whereas the individual or group of practitioners involved in 
practical inquiry need only respond to a personal sense of validity and 
fin-ther questioning. [ ... ] formal research methodology, because of its need to 
narrow and focus for purposes of generalizability, is too confming for 
practical inquiry. Further, any formalization of the process of practical 
inquiry turns it into formal research, thus potentially causing it to lose its 
value in informing day-to-day classroom actions. (1994: 7-8) 
In a similar vein Hart used the term "practitioner research" to describe "a mode of 
research accessible only [sic] to 'insiders' to the practice of teaching" (1995: 231), 
focussed on questions derived from their own practice, guided by criteria of 
methodology grounded in teachers' interpretive expertise as derived from experience, 
and informed by criteria of validity and generalisability of outcomes grounded in 
teachers' prior experience. Hart contrasts this form of enquiry with "other forms of 
teacher-research which assume that additional research skills and expertise are 
needed to support and legitimate teachers' own reflective practice" (1995: 230). 
Whereas "practical enquiry" comes close to Allwright's (1994,1997) notion of 
"exploratory teaching/exploratory practice", "formal research" relates to the 
traditional mode of academic-based research. It is in this sense that Murray describes 
"practitioner based enquiry" as: 
a process in which teachers, tutors, lecturers and other education 
professionals systematically reflect on their own institutional practices, in 
order to produce assessable reports and artifacts which are submitted for 
academic credits leading to the awarding of degrees, certificates and 
diplomas of [ ... ] nationally recognized bodies. (1992: 19 1) 
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In view of these distinctions and the different research traditions in which it has 
been rooted, teacher-research can be described as a continuum of at least two main 
dimensions: a contextual dimension (the context in which teachers' involvement in 
research may occur) and a structural/methodological dimension (the forms and 
methodological approaches to research conducted by teachers). 
World of professional researchers 
(teachers as subjects/assistants of research) 
Curriculum and 









Explorato? y teaching 
Practical enquiry 
Systematic reflective practice 
World of classroom teachers 
(teachers working alone as enquiring practitioners) 
Figure 21-Teacher-research: a continuum 
As depicted in Figure 2.1, the contextual dimension is represented in the vertical 
axis. This is labelled "world of professional researchers/world of classroom teachers" 
to draw attention to the fact that the research modes in the upper half of the diagram 
involve teachers working as either subjects or assistants of professional researchers 
within the wider context of curriculum and school reform projects (e. g. the Ford 
Teaching Project in UK, Elliott, 1976; the National Writing Project in USA, 
Hollingsworth, 1990, among others) or within the micro-context of the classroom 
(action research). By contrast, the modes in the lower half of the diagram involve 
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teachers working alone either for academic Purposes (dissertation) or to address 
practical questions and problems (exploratory teaching; practical enquiry). 
The horizontal axis indicates that teacher-research may take a theory-based 
approach (fonnal research structure) or a practice-driven approach (practical, puzzle 
solving enquiry). In the left-hand quadrants of the diagram the research undertakings 
follow generally a more orthodox methodology of research (academic model), 
whereas in the right-hand quadrant modes the data on which enquiring teachers work 
may be their own experience in order to address practical questions related to their 
local contexts of practice. 
The processes and continua of teacher-research in general teaching/teacher 
education can be seen as something that language teachers and teacher educators 
have echoed. Such processes and continua illustrate the roots of the theory-practice 
tensions (academe vs. school, theory vs. practice, quantification and formality vs. 
quality and description) that have frequently been debated in much of the literature 
on teacher education. They also reflect the extent to which different traditions of 
research have moulded teacher-research according to their value positions and 
ideological orientations through making different sorts of demands on teachers in 
tenns of skills, knowledge, and underlying expectations of changing practice and 
influencing educational policy. The forms of involvement of teachers in research 
depicted in the upper quadrants of the diagram (Fig. 2.1) are both researcher oriented, 
and policy, school and researcher benefited. If research endeavours of these kinds are 
published, then arguably it is seldom the teachers themselves who do so or even 
perhaps read the publications. 
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The dissertation, in turn, is institutionally dominated, and although teachers 
benefit by achieving an award, their results are seldom published. There are a number 
of merits to the academic dissertation. Apart from being a major intellectual 
challenge in its own right, it serves two main educational purposes: (i) to train 
teachers for consurnership of professional literature "via an insider's understanding" 
(Allwright, 1995), through exposing them "to the discourse of the profession, both 
conceptually and linguistically" (Gilpin, in press); and (ii) to equip them with the 
academic skills required for studies at higher levels. However, the potential of the 
academic dissertation as a stimulus for incorporating research as a normal part of 
teachers' subsequent professional life is questionable. Allwright (1995; 1997), for 
example, has posited that the dissertation can be too demanding of time and 
specialised expertise, and that it can feed feelings of uncertainty on the part of 
practitioners about the credibility of their research endeavours, or breed resentment 
against professional researchers whose purely academic concerns appear irrelevant to 
classroom practice. In view of these comments, he suggests that the academic 
dissertation is likely to frustrate the purpose of helping practitioners to become 
knowledge-makers themselves in their everyday professional lives. Similarly, 
Wallace has argued that the academic dissertation "may foster forms of highly- 
structured research which are unlikely to be directly applicable to the future 
professional development of most practising teachers" (1996: 293). 
Only the forms of involvement in systematic, structured reflection on practice of 
the kind depicted in the lower right-hand quadrant of the diagram (exploratory 
teaching, practical enquiry) could be seen to be mainly for the benefit of individual 
teachers. However, given that these are qualitatively different from the traditional 
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model of academic research, they may not be amenable to being evaluated against the 
academic criteria of methodological rigour and validity and therefore unlikely to 
meet the institutional requirements of academic certification. 
2.6. Summary 
This chapter has attempted to demonstrate that teacher-research, which was hailed in 
the last decades as a "new" idea with great promise for staff development, teacher 
empowennent, and the linkage of theory and practice, is not a new idea. It has a long 
history in the teaching profession, in educational research, and in Western thought. It 
has developed in connection with different research traditions and it has been shaped 
by the epistemological and methodological orientations of different fields and 
schools of thought. As it is advocated and practised today, teacher-research may 
occur in a variety of contexts on a continuum of action between regular classroom- 
based research with a practical orientation and educational research of the more 
complex, academic kind. Teacher-research may assume different forms, some of 
which are conflicting in nature, in terms of both objectives (questions teachers ask) 
and orientation (methodological approach). Different forms of involvement in 
research require different inputs in research skills, and are likely to produce different 
outcomes. 
Despite, however, their distinguishing features, all the different forms of teacher- 
research are aimed at enhancing teachers' professional knowledge through 
engagement in reflection in an intentional, systematic, structured manner. Reflective 
practice and professional knowledge are thus central notions to the idea of teacher- 







discussion of these two concepts (reflection and professional knowledge) in 
association with teacher-research within the context of teacher education will be the 
main focus of the next chapter. 
48 
CHAPTER 3- TEACHER-RESEARCH IN THE CONTEXT OF TEACHER 
EDUCATION AND PROFESSIONAL DEVELOPMENT 
In recent decades, concurrent with the image of the teacher as a "reflective 
practitioner", the vision of professional knowledge as context-specific in nature, and 
the recognition of the teacher as the one "at the heart of the knowledge-production 
process" (Hoyle and John, 1995: 53), terms such as "action research", "reflective 
teaching", "teacher-as-researchee', and "research-based" or "inquiry-oriented" 
teacher education have become fashionable (Zeichner and Tabachnick, 1991). 
In this chapter I will draw on the concepts of professional knowledge and 
reflection in order to discuss teacher-research as a developmental process, successful 
encouragement of which is best achieved in teacher education contexts informed by 
the vision of practitioners as rationally autonomous professionals, able to generate 
professional knowledge through adopting a reflective, enquiring stance to their work. 
3.1. Teacher-research as a basis for teacher education and professional 
development 
Findings of educational research suggest that, given the complexity of formal 
teaching and learning, "good teaching" does not depend to any great extent on the 
application of prescribed principles and rules derived from process-product oriented 
classroom investigation. Instead effective teaching is seen to depend in great part on 
the teachers' ability and willingness to engage in an on-going process of reflection 
where "received" and "experiential" knowledge (Wallace, 1991) interact in order to 
infonn and refme professional knowledge. 
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New insights into the nature of teaching and learning, along with the recognition 
of the teacher as an "autonomously functioning individual" (Nunan, 1990: 30), have 
urged educational researchers, scholars, and teacher educators alike, to adopt new 
perspectives on the preparation of teachers. Drawing on Sch6n's (1983) account of 
the "reflective practitioner" there has been a massive shift in focus from a 
prescriptive approach to teacher education towards a "reflective practice model of 
professional education/developmenf '(Wallace, 199 1). 
In discussing the present climate of teacher education in Britain, Elliott (1993b) 
identifies three philosophical perspectives currently in contention: "the platonic or 
rationalist view of teacher education", "the social-market view of teacher education 
as a production/consumption system! ', and "the hermeneutic view of teacher 
education as a practical science". 
Underlying the "social-market view of teacher education as a 
production/consumption system! ' are assumptions, of learning as the acquisition of 
specific skills or competencies, and of theoretical knowledge as an instrumental or 
technical factor in the training process. The "platonic or rationalist view of teacher 
education" is embedded in the image of the teacher as a "rational-autonomous" 
professional (Elliott, 1993b: 16), and places great emphasis on theoretical knowledge 
as the source of good practice. The "hermeneutic view of teacher educatiorf' is 
described by Elliott as an alternative to the reductionist view of theory to practice 
held in the behaviourist tradition, and to the rationalist view of practice as derived 
from theory (I 993b: 17-18). Based on the principle of "situational understanding", the 
hermeneutic perspective 
implies that practice is grounded in interpretations of particular situations as 
a whole and cannot be improved without improving these interpretations. 
[ ... ] Theory may play an important role in improving social understandings 
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but it is subordinate to the latter. [ ... ] Good practice is not a matter of 
reproducing pre-programmed responses [to practical situations] but 
responding intelligently and wisely to a situation as it unfolds on the basis of 
discernment, discrimination and insight. (Elliott, 1993b: 18) 
The "henneneutic vieW' encapsulates the holistic approach to language teacher 
education suggested by Larson-Freeman (1983) as a means of reaching beyond 
training in order to prepare teachers to make choices and "to function in any situation 
rather than training for a specific situation" (Larson-Freeman, 1983: 265). 
The philosophical perspectives of teacher education proposed by Elliott resonate 
with Wallace's (1991) tripartite categorisation of models of professional education of 
language teachers: the "craft model", the "applied science model" and the "reflective 
model", each representing a different way of conceiving of and achieving 
professional competence. 
The "craft model" (Figure 3.1) is essentially an apprenticeship model. The 
preparation of teachers relies heavily on the imitation of techniques and on the 
trainees' acceptance of the instructions and advice as provided by the experts. 
Study with 'master' 
practitioner: Professional 
demonstration/ Practice competence 
instruction 
Figure 3. ]-The craft model ofprofessional education (Wallace, 1991: 6) 
This model tends to impose great constraints on the teachers' creativity and 
autonomy of judgement, and it tends to preserve traditionalism and conservatism 
from experiment and innovation: "By this process, expertise in the craft is passed on 
from generation to generation" (Wallace, 1991: 6). Despite the constraints it imposes, 
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arguably the craft model is widely intuitively practised, due perhaps to the fact that it 
provides support and authority, an element of which exists in all teaching: 
practitioners need the security of the craft model, and parents expect continuity. 
The "applied science model" (Figure 3.2) derives its authority from the 
achievements in empirical science, and it is based on the "rationalist learn-the-theory- 
and-then-apply-it model" (Ur, 1992: 57) whereby teachers play the role as recipients 
of empirical knowledge in the various relevant areas, which they are expected to 
apply in practice in an effective way. 
Scientific knowledge 
Application of scientific knowledge/ 
refinement by experimentation 
Results conveyed to 
trainees 
Periodic up-dating (in-service) 
Practice 
Professional competence 
Figure 3.2-Applied science model (Wallace, 1991: 9) 
This model embodies the view of "technical rationality" which has been critiqued 
by Sch6n (1983) for assuming that theory merely needs to be applied in order to be of 
use to practitioners. The applied science model is arguably the most suspect and 
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capable of arousing deep suspicion in professionals and clients alike. Nevertheless, it 
is inherent in some elements of teacher education courses. 
One way of looking at the relationship between educational theory and 
professional development of teachers is to consider the former as a set of general 
ideas, principles and rules generated by experts in the different specialised disciplines 
(Philosophy, Psychology, Sociology, History of Education), and the latter as a 
process of acquisition of such principles and rules from which practitioners are 
supposed to derive the knowledge to inform and guide their practice. This orientation 
underlies the "rationalist" view (Oakshott, 1962; Elliott, 1989) of the relationship 
between educational theory and professional knowledge, and it draws a distinct line 
between the process of theory generation and the process of acquisition and use of 
knowledge for practical purposes. 
Teachers on initial and in-service programmes informed by the rationalist view 
"acquire theoretical knowledge from the disciplines of education, often taught in 
separation from each other, and are then expected to apply it in practice" (Elliott, 
1989: 81). This view of theory as distinct from practice rests upon what Maxwell has 
called "the philosophy of knowledge", and is supported on the premises that: 
inquiry can best help us realise what is of value in life by devoting itself, in 
the first instance, to achieving the intellectual aim of improving knowledge, 
in a way which is dissociated from life and its problems, so that knowledge 
thus obtained may subsequently be applied to helping us solve our problems 
of living. (1984) 
This epistemological conception, known by Sch6n (1983) as "technical 
rationality", assigns the practitioner to the role of a technician whose activity is 
essentially geared towards the solution of practical problems on the basis of the 
correct application of the scientific knowledge and principles derived from empirical 
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academic research. Not only does this model emphasise the role of the teacher as a 
recipient of research-generated knowledge, but it also contributes to perpetuating the 
hierarchic division between the producers and the consumers of knowledge, and the 
isolation of teachers as professionals (P6rez G6mez, 1992: 97). The "applied science" 
perspective (Zeichner, 1990; Wallace, 1991) underlying the rationalist model draws 
upon the belief that educational research provides teachers with the necessary support 
to guide their practice. In its strictest sense, this perspective expects teachers to 
reproduce behaviours and models derived from empirical knowledge. In a broader 
sense, teachers are supposed to use research to assist them in making decisions and in 
solving their practical problems (Feiman-Nemser, 1990). 
A contrasting view to the traditional, rational forrn of professional knowledge has 
emerged out of the increasing dissatisfaction with the "theory into practice" 
paradigm. Teachers themselves feel that the theoretical knowledge received from 
formal instruction is often of little value to their teaching practice (Ur, 1992), which 
results in a rejection of ideas and attitudes learnt in training contexts once actual 
teaching starts (Wragg, 1982). Furthermore, it has been realised that much empirical 
research into educational issues presents teachers with inconclusive, contradictory 
results which practitioners see as irrelevant to their real work (Barrow, 1984; 
Stenhouse, in Rudduck and Hopkins, 1985; Hargreaves, 1996). 
In language education the research projects undertaken in Sweden - the 
Gothenburg English Teaching Method Project (GUME) (Lindblad, 1969) and in the 
United States (Politzer, 1970) are two major examples of the inconclusiveness of 
research findings about the contrasting claims of different methods of teaching: 
It was becoming increasingly clear that language teaching is vastly more 
complicated than that. Even now, over two decades after Politzer's study 
was first published, teacher trainers are not in a position to tell their trainees 
54 
just which techniques to use and which ones not to use - not in a position, 
that is, that can be justified by solidly established research results. 
(Allwright and Bailey, 1991: 9). 
A more recent epistemology of practice called variously "theory of action" 
(Sch8n, 1983), "practical theory" (Handal and Lauvas, 1987), or "naturalistic 
generalisation" (Stake, 1987) has emerged as an alternative to the "technical 
rationality" view of practice. The theoretical foundations of this alternative 
epistemology of practice are contained in Sch6n's (1983,1987) model of the 
"reflective practitioner", derived from the author's view of the world of practice as 
unstable, ambiguous, value-laden, and open to many different interpretations. In the 
context of the classroom, depicted by MacLeod and McIntyre (1977) as a context 
featured by "sheer complexity, quantity and rapidity of [ ... ] interaction" (p. 266), 
teachers are constantly confronted with the need to make judgements and solve 
problems in a productive way. Successful skilful practice involves the practitioner's 
ability to handle complex situations and to solve practical problems through making 
intelligent and creative use of knowledge and techniques (Yinger, 1986). 
Wallace's (1991) "reflective model" (Figure 3.3) represents a process of 
professional development in which the personal legacy (past individual experiences 
as learners and teachers) brought by the teachers into the training context provides 
the starting point for engagement in a "continuing process of reflection on "received 
knowledge" (facts, data and theories emerging from research) and "experiential 
knowledge" (coined by Wallace upon Schon's (1983) definitions of "knowing-in- 












Figure 3.3-Reflective model (Wallace: 1991: 15) 
Drawing upon Dewey's (1933) notion of reflective thinking, the reflective cycle 
described by Wallace accommodates Schon's (1983) account of "theory-in-action", 
described by Ur (1992) as the articulation of the teachers' "tacit knowledge" or 
"espoused theories" (rationales in which practitioners believe and are able to 
describe) with their "theories-in-use" (practitioners' conscious or unconscious 
beliefs). The reflective model constitutes a bridge between the craft and the applied 
science models. It allows for the craft and the applied science models, but draws on 
and extends both in a synthesis. 
Although Wallace argues that all three models are necessary, particularly the 
reciprocity between the "applied science model" and the "reflective model", he 
considers the latter as a coherent framework for training as it provides for a critical 
evaluation of techniques in context, and an understanding of the reciprocity of 
received knowledge and classroom experience (1991: 55). Within this model teacher- 
research can be seen as a logical extension of reflective practice. It represents a 
reflective and knowledge-generating practice par excellence, and a means of 
fostering on-going professional growth and autonomy. 
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Teacher education courses concerned with promoting practitioners' professional 
autonomy, rather than with merely exposing participants to a body of theoretical 
knowledge and guided practice, attempt to encourage trainees to challenge and refine 
their personal theories and beliefs in relation to, and in articulation with, the public 
theories of the wider profession, and to adopt and develop a critical, reflective stance 
towards their work. "Professional knowledge" and "reflective practice" are thus 
central notions to the theoretical bases of teacher-research in the context of teacher 
education. 
3.2. Teacher-research as a knowledge-generating process 
Ile relationship between educational theory and teaching practice has been a major 
theme in the literature dealing with teachers' professional knowledge. The nature of 
teachers' professional knowledge and the different ways in which it is constructed 
and developed have been addressed from different perspectives reflecting contrasting 
approaches to educational research, and contrasting views of the relationship between 
theory and practice. 
Traditionally the teaching-leaming process has been described in terms of the 
interaction of three main variables: the teacher, the subject, and the learner. This view 
has perpetuated the belief held by some researchers and educationalists that good 
knowledge of the subject matter combined with on-the-job practice are sufficient 
ingredients to successful teaching and learning (O'Hear, 1988; Lawlor, 1992). 
This view of teaching is a simplistic one, and overlooks the highly complex nature 
of teaching and learning. The act of teaching has come to be seen as a matter of 
knowledge construction rather than a matter of knowledge transmission. Drawing on 
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this different vision of teaching and learning, educational researchers and teacher 
educators have developed an interest in understanding the ways teachers construct 
and make use of the knowledge base that shapes and informs their practice. 
Modem research into teachers' professional knowledge emerged out of the 
process-product debate initiated in the 1960s, in which investigations were 
essentially driven towards the observation of the teachers' actual perfonnances in an 
attempt to uncover the practitioners' knowledge about teaching and learning, and the 
ways in which such knowledge is acquired, developed and put into effective use. 
The shortcomings of the process-product paradigm of educational research as a 
means of exploring and understanding teachers' professional knowledge and 
producing true generalisable accounts of what constitutes good practice, led to a shift 
in approach from the positivist tradition of research, to new research paradigms 
employing new research methodologies. Rooted in the interpretative tradition of 
research, a growing number of studies have focussed on teachers' thinking (Elbaz, 
1982; Borko et al., 1988; Clark, 1988), teachers' narratives, diaries, biographies, and 
life-histories (Ball and Goodson, 1985; Clandinin and Conelly, 1986; Woods, 1987) 
in order to investigate and explicate the cognitive processes underlying teachers' 
work and decision-making processes, and to examine and reach a better 
understanding of the processes of learning to teach and the development of teachers' 
pedagogical expertise. 
The results of research into teachers' thinking and construction of knowledge are 
reflected in the numerous attempts to produce taxonomies aimed at describing and 
facilitating the understanding of the various types of knowledge for teaching in an 
organised and systematic way. Elbaz (1982), for example, characterised teachers' 
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practical knowledge as being made up of five broad categories: knowledge of the 
self, knowledge of the milieu of teaching, knowledge of subject matter, knowledge of 
the curriculum, and knowledge of instruction. These different kinds of knowledge are 
reflected in the teachers' rules of practice, practical principles, and "feelings, values, 
needs, and beliefs" (p. 134). Leinhardt and Smith (1985) categorised teachers' 
knowledge in terms of subject matter knowledge and knowledge of lesson structure. 
Shulman (1987) identified seven categories of teacher knowledge: knowledge of the 
content, knowledge of pedagogy, knowledge of the curriculum, knowledge of 
learners and learning, knowledge of context of schooling, pedagogical content 
knowledge, and knowledge of educational philosophies, goals and objectives. 
"Pedagogical content knowledge", defined by Shulman as the practitioner's ability to 
make the content penetrable for his/her learners, is particularly relevant to the 
teaching profession and constitutes a central part of the teachers' professional 
knowledge. Wilson et al. (1987) made a distinction between subject-matter 
knowledge, which is usually factual and propositional, and subject-matter knowledge 
for teaching, which is infonned by the teacher's own concepts of and beliefs about 
the subject itself In refeffing to the distinction between knowledge of the subject and 
knowledge about the subject, Ball (1990) described the latter in terms of the teachers' 
knowledge about the different ways of best representing the content in order to 
promote learning. This kind of knowledge also requires the teacher's understanding 
of how students learn and solve particular problems in each specific subject area, and 
of a number of factors likely to affect successful learning. 
Connelly and Clandinin (1988) introduced the concept of personal practical 
knowledge which refers to the teachers' personal understandings of their contexts of 
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practice, and which the authors see as inextricably bound up with the individual 
knower and inseparable from his/her own personal and professional experiences. 
Wallace (1991) contrasts two types of knowledge informing the structured 
professional education of language teachers: "received knowledge" and "experiential 
knowledge". By received knowledge Wallace means not only Sch6n's (1983) 
"research-based theories and techniques" but also "the vocabulary of the subject and 
the matching concepts, research findings, theories and skills which are widely 
accepted as being part of the necessary intellectual content of the profession. " 
(Wallace, 1991: 14). "Experiential knowledge" is defted by Wallace as the kind of 
knowledge derived from practice and reflection on that practice. 
Iluough uncovering a number of aspects underlying the vast array of forms of 
knowledge that constitute the repertoire of teachers' professional knowledge, these 
studies have served (a) to question more traditional, clear-cut, linear views of 
teachers' professional knowledge; (b) to point out to new ways of understanding the 
complexity of different forms of personal, experiential, contextual and theoretical 
knowledge, and how these accumulate and interact to build up the corpus of teachers' 
professional knowledge; and (c) to add new conceptual and practical dimensions to 
the discussion of the theory-practice divide, i. e. the relationship between professional 
knowledge and teaching, and its implications to the training and development of 
teachers. Such categorisations provide useful theoretical frameworks for the 
exploration and analysis of the cognitive processes informing teacher development. 
However, the temptation should be resisted to take such frameworks too rigidly, to 
avoid misrepresenting the intricate ways in which professional knowledge is 
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activated in a more or less conscious way as teachers act and make professional 
decisions and judgements, and create new meanings for their own practices. 
In general terms, two main areas of professional knowledge emerge from the 
different taxonomies: content knowledge (knowledge of the subject matter) and 
pedagogical knowledge (knowledge of pedagogy and pedagogical content knowledge 
specific of the teaching profession). The general distinction between subject-matter 
or content knowledge and pedagogical knowledge (either received or experiential) 
appears to be particularly pertinent for language teachers who also need another type 
of content knowledge: "subject knowledge in use", that is, knowledge and awareness 
of how language is used and how language changes. Knowledge of "language in use" 
is important for teachers' classroom practice, and it may also be relevant for teacher- 
researchers on award-bearing courses when it comes to reading and writing about 
research which is reported in a foreign language. 
In order for teachers to adopt the role of researchers, however, another type of 
knowledge is required: knowledge about how to do research. This type of knowledge 
is particularly important for teacher-researchers working towards the theoretical end 
of the teacher-research continuum (Figure 2.1, Chapter 2) in order to produce an 
academic piece of work that is usually assessed against criteria of methodology, 
validity, and style of reporting. 
These four main types of knowledge (content knowledge, pedagogical knowledge, 
language knowledge, and knowledge of how to do research) are important input- 
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Figure 3.4-The interaction ql'the different types oftnowledge in the process 
of conducting research 
As depicted in Figure 3.4 above, content knowledge and pedagogical knowledge 
are relevant to the process of involvement in research to the extent that it is from 
these two types of knowledge that teacher-researchers derive the inspiration and the 
curiosity to pursue a particular research problem. Language knowledge is crucial 
given the role of language practice and use (negotiation) in the development of 
proficiency, the lack of which may inhibit involvement in research. Knowledge ol' 
how to do research is obviously important to the extent that teachers need the ability 
to read and understand research and the skills to conduct it. 
In terms of output it is expected that involvement in research may in one way or 
another increase the teacher-researchers' content and pedagogical knowledge, give 
them greater proficiency/knowledge about language, and enhance their skills and 
abilities as users and initiators of educational research. 
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Teachers' involvement as researchers for the purpose of generating new 
professional knowledge requires from practitioners the vision of knowledge as 
problematic rather than certain, a critical relationship with theory, and the willingness 
to question personal assumptions, beliefs, and attitudes. On the part of teacher 
educators it also requires a shift in perspective from teacher education as a process of 
training (which is prescriptive in nature) to a process of education (conceived as an 
on-going process of discovery) which enables practitioners to make informed choices 
and decisions and to fimction. adequately in new professional situations (Larsen- 
Freeman, 1983). 
Central to the topic of reflection is the gap between theory and practice, research 
and action. Much of teachers' work is guided by their espoused theories. In the hurly- 
burly of daily classes, teachers usually operate at an intuitive level, i. e. at the level of 
the products of experience. Finding ways to help teachers internalise public theories 
and incorporate them in their personal intuitive theories of practice has constituted 
one of the conundrums of teacher education. By and large, underlying the work of all 
those concerned with the topic of reflective practice is the intention to theorise about 
possible ways of closing the perceived gap between theory and practice, a matter 
which has also been at the heart of the theoretical discussion of the role of the 
teacher-as-researcher. 
3.3. Levels of reflection in teaching 
Reflection has been described in the educational literature in many different ways 
showing the researchers' and teacher educators' concerns with promoting and 
developing teachers' reflective abilities, and revealing how difficult it can be to arrive 
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at an agreement regarding the definition of the concept of reflection and its 
underlying elements, forms, levels, and purposes (Hayon, 1990; Hatton and Smith, 
1995). 
Historically, it was Dewey (1933) who, drawing on the ideas of earlier educators 
such as Plato, Aristotle, Confucius, Lao Tzu, Salomon, Buddha and Locke (Houston, 
1988), introduced, at the onset of the twentieth century, the term "reflection" to 
describe a process of thinking distinct from "automatic and unregulated" forms of 
thought (Dewey, 1933: 4) and "believing" (p. 6), which involves active chaining and 
consecutive ordering of ideas with "a purpose beyond the entertaimnent afforded by 
the train of agreable mental inventions and pictures" (p. 5), and consisting of- 
active, persistent, and careful consideration of any belief or supposed fonn 
of knowledge in the light of the grounds that support it and the fin-ther 
conclusions to which it tends. (p. 9). 
Reflective thinking, Dewey (1933) explained, may evolve from "belief', but it 
requires "personal examination, scrutiny, inquiry" (p. 8). 
While there appears to be some general consensus regarding the central focus of 
reflection in addressing practical problems (Adler, 1991; Calderhead, 1989), much 
debate has been around the nature of reflection (for example, problem-solving versus 
thinldng about action) (Eraut, 1995,1996; van Manen, 1995), and the prerequisites 
for reflective teaching (Hayon, 1990), which Dewey (1933) considered to be 
informed by three personal dimensions or characteristics: open-mindedness, 
responsibility, and wholeheartedness. 
One of the most productive contributions to the debate of reflective teaching has 
been Sch6n's (1983) account of the "reflective practitioner" which rests upon three 
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main concepts: "knowledge-in-action", "reflection-in-actiore', and "reflection-on- 
actioný'. 
"Knowledge-in-action" is informed by the tacit understanding that is constructed 
and activated during action. This tacit knowledge, which often operates at an 
implicit, intuitive level (Sch6n, 1983; Clandinin. and Connelly, 1986; Zeichner, 
1987), is brought into play and made use of to inform most of the teachers' decisions 
through the process of "reflection-in-actioný', described by Sch6n as a reflective 
dialogue between the practitioner and the real problematic situation. Given the 
physical and time pressures, and the psychological and social demands imposed on 
practitioners by the milieu of practice, "reflection-in-action" is as much a process of 
improvisation and creativity as it is a process lacking in rigour, systernaticity and 
detachment required by rational analysis. 
"Reflection-on-action" is the a posteriori process undergone by professionals as 
they "turn thought back on action7 (Sch6n, 1983: 10), to reflect analytically and 
critically on their practice. The practitioners' knowledge is used to describe, examine, 
and assess their past actions in order to reconstruct and understand their practice. 
McKay and Marland (1978, cited in Hayon, 1990: 59), for example, had already 
used the term reflection in a restricted sense to describe the processes of teachers' 
thoughts on past teaching behaviours. In a similar vein Clark and Peterson (1986) 
also considered reflection as a post-active thinking process, and Lowyck (1986) used 
the designation of "post-interactive reflection" to describe the teachers' information 
processing activities "after a lesson or a broader unit of time" (p. 173). Grant and 
Zeichner (1984), in turn, went further in describing reflection as an on-going process 
involving teachers' re-examination and clarification of their own decisions, goals and 
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actions. In Solomon's (1987) view, reflection also involves teachers in re-exploring 
past experiences and actions from which personal knowledge and meanings, i. e. 
personal theories, are to be derived. In this sense "reflection-on-action" is an essential 
factor to the on-going professional development of practitioners, and a learning 
process resulting from the articulation of "knowledge-in-action" and "reflection-in- 
action" in relation with the problematic situation and the context in which it occurs. 
In describing teachers' reflective practice as a process of assessment of the origins, 
purposes, and implications of their own practices Zeichner and Liston (1987) 
contended that it requires the practitioners' recognition of knowledge as problematic 
rather than certain, of their own role as moral craftpersons rather than as technicians, 
of the curriculum as reflexive rather than received, and of the teaching and learning 
context as a topic of enquiry rather than hierarchically determined and imposed on 
teachers and learners. This world view, however, is unlikely to be shared by all 
practitioners, and it may be diametrically opposed to the view of some teachers who 
are placed in a position of becoming researchers as part of formal courses of 
instruction and professional development. 
Expanding on Sch6n! s model of the reflective practitioner, Griffiths and Tann 
(1992) have discussed the "reflective teacher" model in the context of the 
relationship between educational theory and teaching practice. These authors suggest 
that the assumed gap between theory and practice be better constructed as a mismatch 
between "public" and "personal" theories. Consequently, teachers should be 
encouraged to reflect on their individual practice so that their personal theories can 
be revealed, scrutinised, challenged and compared with public theories, and their 
personal theories of action built and refted. 
66 
Building on the idea that "the cycles of action, observation, analysis, evaluation 
and planning take place at many different levels of speed and consciousness" (1992: 
78), and that "the interlocking of personal and public theory can usefully be 
understood as the interaction of different levels of reflection7 (1992: 69), Griffiths 
and Tann identified five different levels of reflection as follows: 
(a)Reflection-in-action (personal and private) 
1. Act-react (rapid action); 
2. React-monitor-react/rework-plan-act (repair); 
(b)Reflection-on-action (interpersonal and collegial) 
3. Act-observe-analyse and evaluate-plan-act (review); 
4. Act-observe systematically-analyse rigorously-evaluate-plan-act 
(research); 
5. Act-observe systematically- analyse rigorously-evaluate-retheorise- 
plan-act (retheorising and refonnulating). 
(1992: 78-79) 
These different levels of reflection can be seen to represent a continuum of teacher 
growth, or a range of behaviours, all of which are valid and necessary for reflective 
teaching. In the authors' view the two last levels of reflection are the most particular 
situations for teachers' engagement with public theory to occur as they involve 
teachers working with academic language, whereas the "review " levels of planning 
and evaluating use the language of routine and the metaphoric discourse of practice 
(p. 81). 
Griffiths and Tann' s descriptor is useful to the discussion of the concept of 
teacher-research to the extent that it draws a distinction between the notion of 
reflective practice as a more intuitive, occasional process of turning thought to action, 
and teacher-research as an intentional process of reflection on action in a structured, 
systematic way. Arguably, Griffiths and Tanifs (1992) "act-react (rapid action)" level 
may be an intuitive one, more informed by a subconscious process than the other 
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levels of the continuum. Reflection at the upper levels increasingly requires the 
formulation of questions in an intentional, systematic way. Even level 2, "react- 
monitor-react/rework-plan-act (repair)", suggests the presence of embryonic 
questions. Thus the formulation of questions and the ways of addressing such 
questions constitute distinguishing features between reflective practice (as at the first 
three levels above) and research (as at the two other levels above). 
At these two latter levels teacher-research is a process consistent with Dewey's 
(1933) notion of reflective teaching and it can be described as a process of 
"structured reflection" (Wallace, 1996,1998) which is qualitatively different from 
other informal, intuitive instances of reflection on action to the extent that it involves 
practitioners in a cycle of planning, making provision and acting, and monitoring 
action through collecting, describing, analysing and evaluating evidence in order to 
make informed judgements and decisions (Pollard and Triggs, 1997). This process 
requires from teachers the ability to observe/describe, analyse and evaluate 
consciously (Gilpin, 1989; in press), and to do this in a focussed, systematic way in 
order to refonnulate their personal theories of practice in articulation with public 
professional theories. 
Being reflective as professionals, however, is not a prerogative of teachers. The 
question is whether reflection in teaching differs in any significant way from 
reflection in other professions. Unlike some professionals, teachers cannot usually 
stop in the middle of action to diink about what they are doing and decide on what to 
do next. In real time classrooms, teachers' decisions are usually made on the spot, 
often, arguably, at an intuitive level and informed by tacit knowledge. Thus the time 
dimension appears to be a distinguishing feature in this respect, and one which has 
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been at the heart of some criticism that has been made of Sch6rfs (1983,1987) 
contribution to thinking about professional knowledge and expertise, especially in 
what concerns his notion of "reflection-in-action". 
Van Manen (1991,1995), for example, has cast considerable doubt on the 
possibilities for teachers to engage in a process of reflection as described by Sch6n 
while immersed in the dynamic situation of the classroom, given that: 
the classroom teacher must constantly act on the spot and cannot step back 
and postpone acting in order to first reflect on the various alternatives to 
their action and consequences of the various alternatives. (van Manen, 1995: 
35) 
Drawing on the recognition of "the interactive nature of teaching" (1995: 41), and 
"the peculiar phenomenological structure of practice and the immediacy that 
characterises almost every minute of the ongoing activity of teaching" (1995: 38), van 
Manen considers teachers' actions and decisions to be informed by what he calls 
"pedagogical tacf', which he defines as a form of practical knowledge implicit in the 
very act of teaching, a kind of "phenomenological knowledge" embedded in teachers' 
thoughtful experience of their practice (1995: 48), and a "spontaneous bridge or link 
between theory and practice when a direct technical relation is not possible. It is a 
process of "thoughtful considerateness" (1995: 41) of the myriad of factors 
influencing practice upon which teachers act and react with "active confidence" 
(1995: 45). 
Eraut (1995,1996) has also noted Sch6n's lack of appreciation of the temporal 
dimension as a conditioning factor of the process of reflection-in-action: 
When time is extremely short, decisions have to be rapid and the scope for 
reflection is extremely limited. In these circumstances, reflection is best 
seen as a metacognitive process in which the practitioner is alerted to a 
problem, rapidly reads the situation, decides what to do and proceeds in a 
state of continuous alertness. (Eraut, 1995: 14) 
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In Eraut's view, Sch6n has also failed to analyse reflective processes in the light 
of different purposes and contexts for reflection. He proposes a reinterpretation of the 
key prepositions in the terminology used by Sch6n (reflection-in-action and 
reflection-on-action) to describe the "reflective practitioner", as well as the 
introduction of a third preposition: 
The preposition on should refer to the focus of reflection while the 
preposition in refers to the context of reflection [ ... ] It is also useful to 
introduce a third preposition, for, to indicate the purpose of any 
reflection. (1995: 16). 
These three dimensions of reflection (purpose, focus, and context) are particularly 
important to teacher-research as a form of structured, systematic reflective practice 
along the continuum described in Chapter 2 (Figure 2.1). Different contexts and 
purposes for involvement in research may determine differences in focus and 
orientations to teachers' enquiring commitments. 
3.4. Orientations to teachers' reflective, enquiring practice 
One of the key issues with regard to teachers' reflective approach to practice is the 
focus of reflection. Habennas's (1972) theory of "knowledge-constitutive interests" 
has provided a theoretical framework commonly used to identify and describe the 
three main levels of reflection - technical, practical, and critical or emancipatory - at 
which reflective and inquiring teachers may operate (van Manen, 1977; Caff and 
Kemmis, 1986; Grundy, 1987, among others). 
According to Habermas, human knowledge is determined and organised by three 
main cognitive interests, corresponding to three ways of knowing: empirical- 
analytical, historical-hermeneutic, and critical: 
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The task of the empirical-analytical sciences incorporates a technical- 
cognitive interest; that of the historical-hermeneutic sciences incorporates a 
practical interest, and the approach of the critically oriented sciences 
incorporates the emancipatory cognitive interest. (1972: 308) 
Drawing on Habermas's (1972) theory, van Manen (1977) made a distinction 
between three styles or orientations of reflective teaching: "technical reflection", 
"practical reflection" and "critical reflection". At the first level, teachers' reflective 
activity is essentially focussed on the efficiency and effectiveness of means used to 
attain certain ends, although the ends themselves tend to remain unopened to scrutiny 
or modification. This sort of reflective practice appears to embody much of the form 
of reasoning characteristic of positivist thinking, and to reinforce the "technical" or 
"technological" nature of teaching (Beyer, 1987; Sch6n, 1983). Beyer (1991) calls 
this type of reflection "procedural/technical reflection" which is primarily geared to 
measuring "the results of instruction to ascertain whether the appropriate procedures 
have been utilized" while leaving "unchallenged the accepted traditions and 
conventions of the profession, the ways of thinking and feeling that have 
characterized what it means to teach and be schooled. "(p. 117). 
Practical reflection, however, is concerned with more open examination of means, 
goals, and outcomes of practice. In contrast with the technical form of reflection, 
practical reflection requires teachers to recognise and critically appreciate the effects 
of physical, psychological and bureaucratic constraints on teaching and learning, and 
to link the assumptions underlying practical actions with particular value 
commitments. Through engaging in reflective practice of this kind teachers may seek 
to adopt altemative approaches to their practice, and attempt to alter the more 
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traditional ways of thiriking, seeing and valuing which are characteristic of the 
dominant culture of the school and of teaching. 
The third level, "critical reflection", while including emphases of the previous 
two, also involves moral and ethical considerations about practical actions, and the 
analysis of action within the wider socio-historical and politico-cultural contexts of 
practice. Critical reflection entails an "integrated, synthetic vision of education" 
(Beyer, 1991: 119) on the part of teachers, and an ability to think "carefully and 
imaginatively about why things happen as they do in schools, and what alternatives 
[teachers] might build togethee' (Beyer, 1991: 119). Through engaging in systematic 
examination of their own practice both in the immediate educational context and in 
the wider social and political context of practice, teachers are supposed to create the 
appropriate conditions to involve themselves in a process of ideology critique, in a 
political and ideological process of reflective practice described by Gramsci (1971) 
as teachers' engagement in "wars of position". Interest in emancipation, promotion of 
emancipatory praxis, critical knowledge of one's own practice and of the real 
conditions of existence are elements central to the process of "conscientization" 
(Freire, 1970) which is considered to lie at the heart of critical reflection and enquiry- 
oriented teaching. 
The degree of teachers' autonomy as initiators of research has also been regarded 
as another distinguishing feature between the technical, practical, and critical modes 
of enquiry. Technically-oriented practitioners tend to be coopted towards some 
predetermined goal, and to lack the power to make decisions about methods and 
targets of evaluation. In this case the relationship between facilitator and teacher 
researchers tends to assume the form of "I-It" type of relationship (Buber, 1933). This 
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scenario contrasts with that of practical and critical modes of reflection where the 
impetus to undertake research derives principally from the practitioners' desire to 
make deliberate decisions and choices on the grounds of their own personal 
judgements, the role of the facilitator being often seen as that of a "critical friend" 
(McNiff, 1993; Whitehead, 1993). 
The problem with the distinction between technical, practical and critical or 
emancipatory orientations is that this classification often tends to be presented as a 
hierarchy. The main merits are usually ascribed to the critical or emancipatory 
orientation for its potential to disturb the deep structures of schooling and to address 
the aspects of the teachers' work that create the contradictions they have to deal with 
0e mi ion, resources, supervision, s oo e os, etc. ). Ze chner (1993), for 
example, is particularly critical of the supremacy of the critical orientation over the 
practical interest in the world of the classroom where teachers lead their daily 
professional lives, as he makes the claim that: 
[the] separations between technical and critical, micro and macro are 
distortions, and that the critical is in reality embedded in the technical and in 
the micro-world of the practitioner. Every classroom issue has a critical 
dimension. Individuals or small groups of practitioners such as teachers may 
not be able to change unjust societal structures through their classroom 
action research, but these teachers can and do make real and important 
differences in terms of affecting the life chances of their students. While it is 
important for at least some teachers and other practitioners to be engaged in 
efforts aimed more directly at institutional change and community action, 
we should not criticize teachers for concentrating on the arena of the 
classroom. (p. 201) 
Furthermore, research has shown that teacher education courses and the socio- 
political climate of schools do not always provide the context to facilitate critical 
reflection in the terms described above. Handal (1990, cited in Day, 1993), for 
example, is pessimistic about teachers' opportunities to move beyond practical 
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reflection. In research concerned with promoting the articulation of tacit knowledge 
through the counselling of practitioners he split the concept of "reflective practice" 
into three hierarchical levels: the level of action, the level of the practical and 
theoretical reasons for action, and the level of the ethical justifications for action 
(Figure 3.5). 
thical justifications 
iractical and theoretical reasons 
actions 
Figure 3.5-Hierarchical levels ofreflective practice 
(Handal, 1990, quoted in Day, 1993: 138) 
These three levels proposed by Handal have many similarities with the technical, 
practical, and critical/emancipatory orientations to reflective practice derived from 
Habermas's theory. Handal (1990, cited in Day, 1993) found that teachers in Norway 
were used to talking and making decisions about their work at the level of action 
(PI), but they rarely made explicit references to the reasons (P2) and ethical 
justifications (P3) for their professional decisions. In the author's view this happened 
because the reasons and justifications at P2 and P3 levels were not highly in demand 
in the "busyness" culture of schools. Similar findings were reported by Day (1991; 
1993) in England suggesting that theorists' and teacher educators' agendas on 




A current trend in teacher education is what Tabachnick and Zeichner have called "a 
growing acceptance of what has been refeffed to by many as enquiry-oriented teacher 
education" (1991: ix). As more and more teacher educators appear to be setting 
themselves the task of encouraging teachers to seek continuing professional 
development and to adopt a critical, reflective stance to practice, the preparation and 
encouragement of teachers as enquiring practitioners has become one target of 
teacher education programmes (Burgess, 1978; Elliott, 1981b, 1990; Bridges and 
Lah, 1982; Hargreaves and Grey, 1983; Long, 1983; Lomax, 1994; McKeman, 1994; 
Nunan, 1990). 
However, reflection operates at different levels. As a form of reflective practice 
qualitatively different from other intuitive forms of thinking about action, teacher- 
research requires focus and systernaticity. As Gilpin (in press) notes, "reflection 
without focus is simply musing, and action without focus is not research". 
The transition from a stage of intuitive thinking to a stage of intentional, 
systematic reflection requires training in a number of academic skills (needed to read 
and understand professional literature) and more practical skills required by the 
reflective practitioner model. In view of the diversity of contexts and orientations to 
the involvement of teachers in research along the teacher-research scale, the 
provision of training in such skills has in itself the potential to render research-based 
teacher education problematic. Firstly, because involvement in research involves a lot 
of learning of new skills and specialised expertise (Allwright, 1995; 1997) which are 
in many ways different to the skills and expertise required for classroom teaching. As 
discussed earlier, the adoption of highly-structured forms of research, although 
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relevant to developing teachers' skills as consumers and producers of professional 
discourse, is usually incompatible with the ethos of most schools and therefore 
inappropriate to teachers' normal contexts of practice and future professional 
development (Wallace, 1996). Furthermore, in the particular case of overseas 
students involvement in learning about and doing research also requires from them a 
high level of language proficiency. 
Secondly, because the encouragement of teachers as researchers is based on a 
number of epistemological and pedagogical assumptions. It requires both teachers 
and teacher educators to recognise knowledge as problematic and context specific 
rather than certain and hierarchically determined and imposed on them by academic 
researchers and educational authorities. It also requires them to conceptualise the 
teachers' role as that of autonomous professional, intellectually curious about 
contemporary knowledge, and capable of conducting, under appropriate conditions, 
valid and reliable enquiries into aspects of their working lives and generating 
educational knowledge and practical theories which may subsequently illuminate, 
guide, or inform their professional decisions and actions. These assumptions may not 
be shared by all the intervening parts in the process of teacher education, especially 
in formal contexts of instruction where involvement in research is an institutional 
imposition. 
This can be complicated by a number of institutional factors. The chequered 
history of the teacher-researcher movement in the previous chapter pointed to the 
dominance of academic institutional intention and focus and to the relative recency of 
teacher intention and focus. This appears to be an important issue to bear in mind as 
far as enquiry-oriented teacher education is concerned. Teacher education courses are 
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often taught in Higher Education departments where academics may not find 
themselves engaged with teachers as teachers but rather with teachers as students on 
academic courses. The main pedagogical focus of academic staff may be fixed by the 
traditional model of academic research, and the concept of the dissertation and its 
preparation may be seen as a preparation for researching of a kind that sits uneasily 
with the kind of enquiry the reflective practice model requires. Furthermore, the 
intention to prepare teachers in the reflective model may be at odds with the 
institutional climate of schools and the role assigned to teachers by society and 
educational authorities. This is particularly important for the case of education 
courses attended by overseas teachers who come from professional contexts 
dominated by content driven, top-down, craft models of teacher education, and who 
are being educated in the LJK in a position of detachment from practice. 
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CHAPTER 4- THE INVOLVEMENT OF TEACHERS IN RESEARCH: A 
LITERATURE REVIEW 
In general terms, the involvement of teachers in research can take place on, at least, 
two main levels. As users of research teachers can play either the role of passive 
recipients of findings that they may or may not apply in their classrooms, or they can 
take a more active role as constructors of new meanings and ways of understanding 
the teaching and learning process from the research they read or hear reported 
(Johnson and Chen, 1992; Stem, 1983). 1 In addition to their role as users of research, 
the idea of practitioners initiating and conducting their own investigations in their 
own classrooms, taking part in teacher enquiry groups, or collaborating with 
university-based researchers and scholars in joint projects of investigation has, as 
discussed in Chapter 2, a long history. 
The discussion in this chapter will be organised around the following main 
themes: (a) teachers' use of research; (b) teachers' involvement as researchers; (c) 
provision of formal instruction and training in research methods for teachers, and (d) 
long term effects of involvement in research on teacher education courses. A number 
of critical issues will also be discussed in association with each of these themes. 
This organisation is useful, but it is important to bear in mind that the different 
levels of teachers' involvement in research are not mutually exclusive but 
complementary. The use of existing research can be part of the process of learning 
I TI-ds, of course, does not exclude the possibility that teachers also create new meanings out of their 
own practice and critical observation of it, as well as out of attendance on training sessions (lectures, 
seminars, workshops, etc. ) and exchange of ideas and experiences with peers. 
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about and conducting research. Also the overlap of purposes, objectives, and 
situational contexts of teachers' involvement as researchers makes it difficult to 
establish a clear-cut distinction between the different contexts in which the 
involvement of teachers in research may occur. 
Nevertheless, adopting this particular approach has a number of advantages. First, 
it lends focus and boundedness to the study of the most common ways of teachers' 
involvement with research. Secondly, it allows for the identification of relevant 
issues particular to each form of involvement, and the articulation of common issues 
in the different levels of teachers' involvement as researchers. Furthermore it reflects 
the modes of exposure to research salient in the particular context under scrutiny in 
this study (reading about research, being taught research methods, and doing 
research), and it provides for a critical appreciation of the relevant literature in 
articulation with the questions under investigation. 
4.1. Teachers' use of educational research 
One form of teacher-research identified by Rudduck (1992) is the teacher as the 
major audience of research produced and reported by academic and professional 
researchers. Whether one agrees with this view or not, a reading role is not 
necessarily passive for, as Stenhouse (1975) argued, reading research is doing 
research. 
However, there has been a general recognition that educational research usually 
has little impact on classroom practice. This has been accounted for on the grounds 
of a number of factors that can be summed up in terms of the inaccessibility of 
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existing research to a vast majority of teachers, and the perceived irrelevance of much 
research to the day-to-day work of classroom practitioners. 
1.1. Inaccessibility of research to teachers 
The question of accessibility is an old, on-going debate. This issue was recently 
brought to popular attention in the UK press by Chris Woodhead, Chief Inspector of 
Schools in England. However, the debate has simmered for decades. Writing in the 
early 1960s, Birch (1963) suggested that teachers seemed to be generally unfamiliar 
with much educational research, especially in the area of educational psychology. 
This idea was corroborated, at that time, by Johnson (1964; 1966), who surveyed 207 
primary and secondary school teachers in order to find out about their attitudes 
towards research, and the means by which practising teachers were - or could be - 
influenced by research findings. The results of this study indicated the teachers' 
tendency to make little use of research reported in educational journals and other 
publications, or to read more widely on restricted areas of education (psychology, 
philosophy) than on general topics of teaching and learning. Johnson also found that 
teachers' knowledge of research findings correlated positively with their favourable 
attitude towards research; and lack of reading in the areas of education or psychology 
correlated very positively with unfavourable attitudes towards research. According to 
Johnson, the exclusion of research from the curricula of courses for teachers 
explained in part the low degree of teachers' involvement as readers and users of 
research: 
In much less than five per cent of the programmes and syllabuses [of 
courses for teachers] was there any mention of research or suggestion that 
the lecturer would deal with relevant research findings. (1966: 78) 
80 
Identical results emerged from a large scale survey (Cane and Schroeder, 1970) of 
the attitudes to research (value and practical relevance) of 1,060 teachers from 147 
British primary and secondary schools in West Sussex, the East Riding of Yorkshire, 
the City of York, and the City of St. Albans. Linked to the widespread feeling among 
the teachers that reading research constituted a small part of their professional life 
was the fact that a large percentage of them were not acquainted with research 
publications. 
These findings, however, reflect the trend in the preparation of teachers at a time 
when the prevailing model of primary and secondary teacher education would have 
been mainly based on the acquisition of subject knowledge followed by teaching 
practice, with little or no exposure to research. 
About two decades later, Green and Kvidahl (1989) conducted a survey of 416 
teachers attending in-service courses in the US in order to address a number of 
aspects related to the teachers' perceptions of research and its use. 
The outcomes of the study indicate that, although teachers appeared to appreciate 
the potential value of research, they had little personal and professional involvement 
in conducting it. Original research was not frequently carried out by the participants, 
as only 19 (out of 416) teachers claimed having ever published a research paper. 
Given that the teachers surveyed were on a course, it is not surprising that review of 
research literature and discussion of research with colleagues were found to be 
activities undertaken on a more frequent basis than involvement in research projects. 
Lack of time and lack of training in research were seen as obstacles to the teachers' 
use of research. 
81 
Significant differences in the use of, and attitudes towards research were also 
found between the teachers with and without instruction in research methods. 
Teachers who had attended research methods courses tended to read more research 
and to have more positive attitudes towards research than those teachers who had not 
received formal training in research methods. However, it is worth noting that during 
attendance on in-service courses those teachers were in a privileged position to gain 
access to educational research through reading lists, library searches, seminars, etc. 
Also they were in greater need to make use of professional literature to meet 
academic requirements than other practising teachers. 
Most of the EFL teachers in McDonough and McDonough's (1990) study were in 
a similar position. They claimed to have been involved in research and to have made 
use of current research literature mostly in connection with obtaining academic 
degrees. McDonough and McDonough (1990) administered a questionnaire to 34 
practising EFL teachers (29 of whom were native speakers of English), in order to 
find out about their use of research, as well as their perceptions of the relevance of 
research to their work, and of themselves as researchers. The majority of the 
respondents had been involved in research (mostly in connection with an academic 
course), had made use of recent research literature, and were acquainted with 
classroom-based research. The study revealed, however, that most of the teachers 
tended to subscribe to a "top-down" view of research (p. 107), and to express a 
feeling of difficulty of access to much of the current research in both physical and 
conceptual terms (dissemination of results in publications of low circulation; use of 
difficult language and complex statistical devices; investigations carried out in 
situations unfamiliar or irrelevant to the teachers). Out of the 22 teachers who 
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claimed to have participated in some kind of research, 15 reported having been 
themselves the initiators of the investigations. However, involvement in research did 
not appear to have greatly contributed to solving the different problems faced by the 
teachers. This apparent mismatch could perhaps be explained by the fact that their 
research had been an exercise leading to the production of an academic dissertation. 
The lack of more appropriate channels of dissemination, and the complexity of the 
academic reporting style (use of specialist language, statistics, etc. ) have also been 
pointed out as reasons for the problems faced by teachers in coming to terms with the 
research they read and hear reported (Stem, 1983; Johnson and Chen, 1992). 
Classroom practitioners, it has been argued, often lack basic skills in understanding 
and interpreting research (Fleming, 1988; Green and Kvidahl, 1989; Johnson, 1966), 
that is, the theoretical and methodological knowledge to comprehend the "elitist 
veils" in which research is cloaked (Johnson and Chen, 1992: 214). 
The perceived gap between academic researchers and classroom practitioners is 
illustrated by the complaints of some of the teachers interviewed by Cane and 
Schroeder (1970) about inadequate reporting of research and their claims for more 
suitable forms of dissemination of research findings. In the opinion of those teachers, 
[research reports] were often incomprehensible, too long, phrased in tactless 
language, biased in their presentation or of limited applicability. [ ... ] They 
believed that research findings ought to be disseminated through some 
system of regular comprehensive summaries" (p. 60). 
Although the question of dissemination to practitioners is now a particular focus 
of debate, the need for this is not a new perception. Particularly relevant in this 
respect is Stenhouse's claim (1975) that researchers should communicate their results 
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to teachers in ways that would enable them to sharpen their understanding of the 
conditions of learning. 
Apart from lack of a particular kind of expertise, the reactive orientation of the 
teacher's job (lack of time and institutional support) has also been put forward as 
another major barrier to teachers' use of research. 
4.1. Z Practical relevance of educational research 
A number of reasons have been suggested for the fact that research appears to have 
relatively little direct influence on the day-to-day work of teachers: the mismatch 
between educational research findings and real-time classroom practice, and the 
distance between researchers and classroom practitioners (Cochran-Smith and Lytle, 
1990; Lampert, 1985; Lolley et al., 1987; Stem, 1983, among others). Teachers, it 
has been claimed, view researchers as having insufficient experience in dealing with 
practitioners, and research as irrelevant to the reality of their classrooms, hard to 
understand, threatening, and contradictory (Brown, 1976; Day, 1987; Green and 
Kvidahl, 1989; Huling and Johnson, 1983; Johnson and Chen, 1992; Hargreaves, 
1996). 
Drawing on the idea that the teachers' reading and understanding of research is 
influenced by their prior beliefs about research and how it should influence their 
teaching, Zeuli (1992) conducted a study with two groups of teachers with 
substantially different research experiences. Similarly to the teachers in McDonough 
and McDonough's study (1990), Zeuli's respondents were also generally more 
interested in the research products than in considering the researchers' concepts, 
claims, and supporting evidence: 
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These teachers were like consumers interested in making decisions about 
what goods to procure without understanding further why the decision is 
warranted. Consequently, their relationship to the text begins and ends with 
the question, What should I do? The questions, What is the author saying? 
and Why should I believe this? are not raised and pursued meaningfully in 
reference to the text. (1992: 19) 
The teachers were found to have widely varying ideas about what research is, and 
how directly it might influence their teaching. Those teachers who believed research 
might have a direct impact on their teaching, and those with either a narrow or 
unclear conception of what constitutes research were mainly concerned with the 
products of the research they read. The teachers who considered research as having 
an indirect influence on their practice, and those who had a broad conception of 
research were more critical of the research they read, and more concemed with 
understanding and questioning the authors' claims and supporting evidence. The 
teachers who had collaborated in research projects were the ones who tended to hold 
a more critical attitude about the research they read. This may indicate that prior 
involvement in educational research was somehow influential of the teachers' beliefs 
about, and expectations from, research. 
Zeuli's results appear to corroborate some of Johnson's (1964,1966) conclusions, 
which might suggest that positive changes in the teachers' perceptions of research are 
likely to promote their interest in the use of research, or vice-versa. This, however, 
has not always been the case, neither does it provide solid evidence of the teachers' 
interest in participating in investigation (cf. McDonough and McDonough, 1990). In 
their capacity as consumers of research, McDonough and McDonough's subjects, for 
example, did not appear to have benefited much from involvement in research for 
their dissertations. 
85 
These different results appear to illustrate a contrast between "real" research, led 
by an academic, and "contrived" research, done alone for the purpose of 
demonstrating academic capability. The different purposes that teachers may have for 
reading research papers/reports may vary depending on the different contexts in 
which research is to be used (academic settings, teaching placements). In this respect, 
it is possible that the influence on teachers of getting involved in enquiry may 
depend, to some extent, on their own motivations and purposes for engaging in 
research. "Forced" work on award-bearing courses, perhaps difficult and cast in an 
academic paradigm for assessment purposes, can be quite different from 
collaboration in organised projects, or involvement in exploratory teaching focussed 
on particular aspects of practice within the confinements of the classroom, on an 
individual basis. 
4.2. Teachers' involvement as researchers 
The adoption of an enquiring stance to teaching (individually, collaboratively with 
peers, or in partnership with academic institutions) has been advocated on the 
grounds of its potential for assisting teachers' professional on-going development 
(Cochran-Smyth and Lytle, 1990; Corey, 1953; Corey and Shukla, 1962; Crookes, 
1993; Nunan, 1990), and for creating opportunities for curriculum development and 
institutional/school change (Caff and Kernmis, 1986; Grundy, 1987; Lomax, 1989; 
Rudduck, 1988; Somekh, 1989; Stenhouse, 1975; Webb, 1990; Whitehead, 1993; 
Halsall, 1998). 
Practising teachers' involvement as researchers has often taken place in the 
context of teacher-research institutes and communities created in conjunction with, 
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and supported by universities and other higher education institutions, or as part of 
special interest groups within professional organisations. 
The emergence of such teacher-research communities has also been linked to large 
scale curriculum development projects, and prompted by the intention to bring 
classroom teachers and university researchers together to work on questions and 
topics of mutual interest. This was the case, for example, of the teacher-research 
initiatives that grew out of the curriculum development movement of the late sixties 
and early seventies in Britain, where practising teachers worked with university staff 
on curriculum development projects and classroom and school-based research 
initiatives, at both national and local levels, as part of school refonn and professional 
development programmes (Eames, 1993; Eliott, 1976,1981a; Ebbutt and Elliott, 
1985; Hewitt, 1993; Rudduck, 1992; Somekh, 1989a; Stenhouse, 1975). In America, 
teacher-research communities and consortia were formed in conjunction with large 
scale projects and institutions. This is the case of, for example, the National Reading 
Research Center and the National Writing Project sites at different universities in 
USA (Baumann, Allen and Shockley, 1994; Fleischer, 1994; Patterson et al., 1993), 
and the Ministry-sponsored teacher-research project aimed at fostering the 
implementation of a new Primary School Programme in the province of British 
Columbia, Canada (Grimmett, 1995). 
Special interest groups were also created in professional organisations (e. g., the 
"Teaching as a Researching ProfessioW' Special Interest Group of the International 
Reading Asociation, cf. Baurnman, Allen, and Betty, 1994: 2). 
At another level, teachers' involvement in research takes place in the formal 
context of instruction where teachers take up the role as researchers, usually on an 
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individual basis, at undergraduate and post-graduate levels, to fulfil major course 
certification requirements. However, teachers attending academic courses on a full- 
time basis may not have the opportunity to address interesting questions because of 
time limitations and lack of direct access to their real contexts of practice. In such 
cases, there is the risk that involvement in research as an academic assignment has 
little impact on future professional life. 
A number of issues common to the different contexts of involvement in research 
can be identified as relevant themes. These are to do with involvement in research for 
professional growth and the development of reflective abilities, and motivational 
factors of teachers' involvement as researchers. 
4. Z1. Involvement in research andprofessional growth 
Teacher-research has been considered as a professional endeavour likely to provide 
genuine opportunities for intellectual, social, and emotional growth (Jacullo-Noto, 
1984). According to Mohr and Maclean (1987), a nwnber of positive effects occur as 
practitioners begin to develop their problem-solving capacity using research 
methodology, and to grow in their complementary roles as teachers and researchers: 
(a) teaching and research become unified activities; (b) teaching and learning become 
to be seen as processes, not as routines; (c) teachers become more receptive to new 
teaching ideas; and (d) enquiring practitioners gain more self-assurance and courage 
to change their practices. 
Tikunoff and Mergendoller (1983) outlined a number of ways in which research- 
based teacher education programmes are vehicles for professional growth. They 
provide opportunities for reflection about classrooms, for problem definition and 
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problem solving, and for formal enquiry to spill over into informal enquiry. Teachers 
can increase their professional knowledge and skills, and gain experience in 
conducting formal enquiry, which in turn may have a stronger impact on practice 
than merely reading research. Findings are compiled which may be applied 
immediately in teachers' own classrooms, and expanded to a whole school. Teachers 
become the owners of enquiry and there is a boost to their self-esteem and morale 
due to their increased ability to understand the research process. 
A teacher-researcher programme as a staff development activity was evaluated 
through the Interactive Research and Development project at Columbia University 
(Jacullo-Noto, 1984). Reinforcement, recognition, and respect were identified by the 
assessment team as the three essential elements of the teacher-researcher experience. 
Through involvement in research the participants received reinforcement from both 
colleagues and students. They also gained recognition and respect from fellow 
teachers, administrators, and parents as a result of speaking at faculty meetings, 
parent-teacher associations, and national conferences, and running workshops and 
peer staff development initiatives. The participants described the project as a 
powerful learning experience and an unmatched growth opportunity for them all, in 
terms of personal pride and sense of confidence in their own ability as professionals 
and enquiring practitioners. Many of the participants reported to have developed the 
ability to adopt a problem-solving stance, and a new appreciation of the concept of 
teaching and learning as a result of their participation in the research project. 
Very similar findings are reported in Copper (1990). This was a study conducted 
in the USA involving one group of 21 K-12 classroom teachers working in the 
Teacher-Researcher Institute of Baltimore County Public Schools, and another group 
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of 17 K-12 classroom teachers and higher education instructors involved in the 
Maryland Writing Project at Towson State University. The study was designed to 
evaluate the participants' attitudes, opinions, and perceptions of their experiences as 
teacher-researchers, and to determine the impact of the Teacher-Research Institute on 
the participants' professional growth. Data were collected via a 10 open-ended item 
questionnaire followed up by telephone interviews. A comparison of the information 
provided by both groups revealed a large measure of agreement about the positive 
effect of the research experience on the participants' development as professionals. 
Ile "3R's" of job satisfaction - reinforcement, recognition, and respect - outlined in 
Jacullo-Noto's (1984) study were clearly identified in the teacher-researchers' 
testimonies. Professional growth was described by the participants in terms of 
improvement of both teaching and research skills, increased confidence, and 
increased responsibility for professional decisions. There was also a general tendency 
on the part of the respondents to define the role of the teacher-researcher more in 
tenns of process than in ternis of a finished product. However, these results have to 
be addressed with some caution, given that, in both cases, the participants were 
investigated by their collaborators and advisors, who were also directly involved in 
the projects. 
In order to investigate teachers' perceptions of the research process, and to explore 
the relationship between teacher-conducted research and professional growth, 
Brindley (1991) conducted a small-scale study based on semi-structured interviews 
with a group of six teachers involved in in-house and formal award courses in ESL 
and EFL (Diploma and Master degrees) who had recently undertaken research 
studies. Involvement in research was perceived by the participants as a beneficial 
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experience in changing their attitudes to learning and their teaching practice, and in 
developing their reflective, analytical and enquiring abilities, as well as in boosting 
their confidence in their ability as teachers and researchers. 
Professional advice and the improvement of practical teaching skills appear to be 
aspects highly valued by the teachers, and a recurrent theme in training programmes 
of any kind. In research-based courses intended to help teachers adopt an inquiring 
stance to their professional practices, the task of encouraging practitioners to reach 
beyond the stage of consinners of "top-down" research and to become more active 
participants in the creation of pedagogical knowledge can be obscured by the 
teachers' natural tendency to be on the look-out for new practical teaching ideas and 
techniques that they can directly apply to their classrooms (McDonough and 
McDonough, 1990). 
Blake (1985) conducted a small-scale investigation with ten teachers selected 
randomly from a total of 78 attending years R and III of a part-time in-service B. Ed. 
course at New College, Durham. The aims of the study were to investigate the 
teachers' points of view about (a) educational research in general and teacher- 
research in particular; (b) their involvement in and experience of research about 
teaching; and (c) the implications of teacher-research for professional development, 
and for initial and in-service teacher training. Data were collected from 
conversational, semi-structured interviews. 
The teachers revealed a guarded interest in academic research, and a feeling of 
frustration about being prevented from making proper use of research by lack of time 
and evaluative skills. Teacher-research was defined by the group in terms of the 
opportunities created for critical examination and change of practice, and the scope it 
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provides for addressing problems and situations related to individual needs of 
teachers, pupils and schools, and for giving practitioners control of the research 
process. The group were unanimous in accepting the philosophical principles 
underlying teacher-research, and in considering the professional and personal 
development of teachers with accrued benefits to the pupils as one of the main 
advantages of teacher-research. This, however, was not without some caution and 
reservation. A number of problematic aspects were outlined by the interviewees, 
which appear to reinforce the conflict between what teachers see and what 
researchers see. Such problematic issues were above all related to: (a) teachers' lack 
of time and expertise to conduct research; (b) their unwillingness or inability to 
engage in self-critical examination; (c) lack of co-operation on the part of head 
teachers; (d) conflict between the roles of "teacher" and "researcher"; and (e) 
methodological issues in teacher-research (questions of replicability and objectivity 
of teacher-research; influence of the teachers' intuition on their investigations; poor 
quality of "soft" data collected by teacher-researchers). 
Some of the teachers interviewed, who claimed to have had some experience of 
"research about teaching", (p. 105), revealed greater commitment to the teacher- 
researcher approach. This conclusion appears to confirm the results from other 
studies (cf Huling, 1982; Johnson, 1964; Zeuli, 1992) suggesting that teachers' prior 
involvement in investigation is likely to have a positive influence on their attitudes. 
Chattin-McNichols and Loeffler (1989) report on the first cycle of the Teachers' 
Research Network project involving an initial number of 32 teachers from public and 
private schools in the USA, who were interested in developing the necessary research 
skills to use in their classrooms as a means of improving their teaching. The 
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participants attended a one-week workshop where they were introduced to research 
design, measurement and observation techniques, ethnographic and experimental 
research, and provided with the opportunity to use such skills on mini-research 
problems. They were expected to develop a plan for a simple study to be carried out 
in their own classrooms. After this initial period of formal instruction the participants 
returned to work to conduct their research projects, while maintaining contact by 
phone or mail with a research-trained mentor. Ibis one-year long project was 
followed by a five-day session where the teacher-researchers met together to report 
on their projects and to receive help in data analysis and in preparing written reports 
for publication, by which time one fifth of the teachers had withdrawn. The greatest 
benefit perceived by the teachers from participation in this experience was in terms of 
development of their classroom observation skills. Their greatest difficulty was in 
producing a fmal written report of their experiences and research findings. There was 
also an initial reluctance on the part of all the participants to talk about their work, as 
they tended to underestimate their research findings. No suggestions are offered by 
the authors in this respect. Nevertheless, given the teachers' initial motivation to take 
part in the project, it would have been interesting to find out about the extent to 
which the teachers' underestimation of their own research findings might have 
influenced their ability to produce public written reports of their work. In this respect, 
however, it is possible that teachers tend to underestimate their findings mainly 
because they are simply collecting evidence about answers to professionally relevant 
questions. Since they already have a much larger store of tacit knowledge than the 
"meagre" bits of evidence they accumulate, they may tend to look at the latter and 
think that few people might be interested in it. 
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The positive influence of participating in classroom research projects on teachers' 
classroom practice and philosophy of teaching has been reported in more recent 
studies in connection with a large project on teacher research and professional 
development in progress in the Teacher Enhancement Program (TEP), a master's 
degree mid-career program for in-service teachers run by the University of New 
Mexico in collaboration with local public schools (Torres, 1996,1997). In this case, 
practitioners' involvement in their Classroom Inquiry Project was found to constitute 
an awareness-raising, transformative process by which the participants discovered 
new dimensions of their teaching and in their students' voices and ways of 
participating in the classroom. 
The general positive attitudes revealed in these studies, and the sense that 
involvement in research can contribute to professional development, is not a 
universal truth, however. Other studies have revealed more negative views. In 
Blake's study (1985), for example, although all the teachers interviewed responded 
positively to "the notion of teacher-researcher based professional development" (p. 
108), less consensus was found among the group about the contribution of teacher- 
research to professional growth, identity, and improvement of professional status. 
Different opinions were also shared among the group about the usefulness of the 
teacher-researcher model for both initial and in-service education of the profession. 
In this respect, however, it is worth noting that recency can be an important element. 
If people are surveyed during involvement in research the results may be different to 
what would be forthcoming after a time lag. 
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4.2. Z Involvement in research and development of reflective abilities 
Some studies suggest that involvement in classroom-based research has a positive 
effect in changing teachers' attitudes to teaching and learning, in improving their 
reflective, analytical and critical abilities, in boosting their self-confidence as 
classroom researchers, and in making them more accountable as professionals. 
Rich (1983), for example, concluded that involvement in research as a teacher 
development strategy contributed positively to the participants' self-assurance and 
disposition to change and innovation, and to promoting their critical and enquiring 
abilities. Identical results were reported by Simmons (1985), who identified positive 
changes in the thinking skills, levels of cognitive development, and attitudes towards 
the usefulness of research in teachers participating in collaborative projects for 
professional development. Similarly, improvement in their own individual 
classrooms, and an increased focus on consistent evaluation of teaching and learning 
were aspects identified by the teachers in Copper's (1990) study as main benefits 
derived from their involvement as researchers in connection with the Teacher- 
Researcher Institute of Baltimore County Public Schools and the Maryland Writing 
Project at Towson State University. 
Schecter and Ramirez (1992) conducted a two-year longitudinal case study of a 
teacher-research group comprising nineteen kindergarten through college teachers 
affiliated with a US university. The authors' special concern was with "(1) the kinds 
of support teachers need if they are to conduct classroom research, (2) the effects of 
becoming a researcher on teachers' views of classroom practice and of themselves as 
professionals, (3) the kinds of knowledge teacher research can provide, and (4) the 
ways in which teachers working as researchers represent and structure that 
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knowledge in oral and written text" (p. 193). The rich data source included audio 
recordings and field notes of whole-group meetings, extracts from participants' 
journal entries, audio recordings of formal interviews with participants at various 
stages in their research processes, audio recordings and/or notes of infonnal 
conversations with the group facilitator and participants, participants' progress 
reports, and in-house publications of participants' work. 
This study reveals that the experience of their involvement in research was 
regarded by the teachers as having many positive effects on their classroom practices 
and on their views of themselves as professionals. Individual engagement in 
classroom-based research of their own was perceived by the teachers to contribute to 
their development as reflective practitioners and consequently to the improvement of 
their performances. The teachers' professional development was reflected in their 
growing interest in reading research, and in their concerns with the validity of the 
work they were producing. The participants also valued their work as a group in 
tenns of support, collaboration, and opportunities for reflection and sharing of 
experiences. 
Again, these results need to be treated with some caution. Like all interventionist 
research, the Hawthorne effect, that is, the psychological effects on participants of 
being subject to some special attention, may have influenced in part some of the 
results reported in these studies. 
4. Z3. Motivationalfactors of teachers' involvement as researchers 
A number of studies have shown that participation in investigation correlates 
positively with teachers' attitudes and beliefs about research. 
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There appears to be some correspondence between teachers' personal and 
professional profile and their positive attitudes and commitment to the teacher- 
research concept. In a number of cases participation in research projects and 
experiments has been on a voluntary basis by teachers who are reported as being 
highly motivated professionals already and who have previous exciting and 
rewarding experiences of involvement as enquiring practitioners. 
Copper's (1990) account of the participants' positive attitudes and conunitment as 
teacher-researchers shows they were found to be consistently aligned with their 
professional profile: 
most teachers [were] highly motivated, analytical, innovative, enjoy[ed] a 
challenge, and [sought] professional growth and development. A high 
degree of enthusiasm for teaching and learning as well as a focus on 
scholarship and sharing findings [prevailed]. (Copper, 1990: 9) 
In other cases the selection of teachers to take part in curriculum development and 
other research projects has been made according to criteria of professional status, 
teaching experience, excellence of practice, personality and individual style, 
availability of time, etc. In the Ford Teaching Project choice of participants was 
govemed by such criteria: 
[teachers] should possess willingness to learn from experiment rather than a 
tendency to find easy answers to classroom problems. [ ... ] teachers should have sufficient insight into the nature of their discipline so that they would 
be able to discuss it not only with fellow specialists, but also with specialists 
from other fields. It seemed desirable that team members should have tried 
using Inquiry/Discovery methods in their normal teaching. (Cooper and 
Ebbutt, 1974: 67) 
Teachers' personal learning and cognitive styles appear to be other important 
factors influential of the teachers' motivation to engage themselves in educational 
research and curriculum development projects. This is suggested by Ben-Peretz et al. 
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(1990) who used in-depth interviews and a questionnaire in order to investigate the 
views shared among a group of seventy-nine teachers in Israel about their 
experiences of a sabbatical year. The majority of the group did not appear to be 
motivated by a wish to extend their subject knowledge. They wished to participate in 
educational research and curriculum development projects because they saw this as a 
more valuable way of achieving professional development than participation in more 
passive forms of in-service provision. Given the fact that involvement in research 
occurred during a sabbatical year, lack of time for participating in research should not 
constitute a problem for these teachers. However, motivation here might have been 
instrumental as research could have been perceived by the teachers as a route to 
promotion. 
Teachers' personal agendas and ideological orientations may dictate their interest 
in involvement in research, as well as their approach and orientation as enquiring 
practitioners. Particularly relevant in this respect is the study conducted by Schecter 
and Parkhurst (1993) in order to address the role played by ideology, i. e. beliefs about 
society, politics, and cognition, in the teachers' perspectives as researchers. The 
teacher-researchers under investigation were found to fall into three more or less 
evenly divided categories representing three main global research orientations, with 
different underlying assumptions about teaching and learning, about research, and 
about the writing up and the dissemination of research findings. These were a 
"Teacher Empowerment (TE)" perspective, a "Social Change (SC)" perspective, and 
a "Professional Development (PD)" perspective (p. 771). Despite a number of 
commonalties (e. g. common orientation towards educational change; common 
acceptance of practical teaching experience as a crucial source of knowledge), the 
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teacher researchers in the "TE" and "SC" groups differed from their counterparts in 
the "PD" group in ascribing greater importance to texts and documentation as sources 
of knowledge, and in considering the written products of research vital components 
of the process in both personal and public terms. Divergence was also found between 
the teacher-researchers in the "TE7 and the "SC" groups. The former were more 
critical of "the spectrum of university-based research on classrooms" (p. 790), 
privileged more the "teaching experience as a source of [valid] research knowledge", 
and, revealed greater concern "with self-expression and self-discovery" in their 
writing orientation (p. 791). A difference in focus was also found between the two 
positions concerning publication. The teachers in the "TE" group tended to write "in 
a fully-self-conscious political manner, for a smaller audience - mainly other 
teachers", whereas those with a "SC" orientation were "more concerned with 
reaching the largest possible audience of teachers, administrators, policy makers, and 
others in a position to influence educational outcomes" (p. 79 1). 
Despite the fluidity of the boundaries between the categories, the importance of 
Schecter and Parkhurst's (1993) study lies on the fact that it sheds some light on 
ideological divergences, different motivations and research agendas likely to inspire 
teachers' decisions to take up the role of researchers, and which might shape the 
teachers' views of educational research and of themselves as enquiring practitioners. 
The motivational factors likely to influence the teachers' willingness to take part 
in curriculum and development research projects may not always be present in formal 
educational programmes where involvement in research is part of course assessment 
and certification criteria regardless of teachers' inclination and intrinsic motivation to 
become researchers. In such cases a number of aspects related to course structure, 
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direct guidance of a tutor or group leader, and institutional support have emerged in 
some studies as determining factors in sustaining teachers' interest and commitment 
to the research endeavours in which they get involved. 
These are salient issues in Bridge and Lah's (1982) account of their experience as 
participants in the Melbourn Village College School-based Research Project. This 
was a forty-hour certificate course leading to the award of the Cambridge Institute of 
Education's Certificate of Further Professional Study. The course involved twelve 
teachers working under the advice of Elliott and Ebbutt, the two Project consultants. 
Time constraints, difficulties in keeping to the proposed schedule, lack of 
institutional support and collaborative work were some of the problems faced by the 
teachers. Lack of structure and leadership (the non-existence of a course tutor or 
group leader, and the teachers' perception of lack of course content), and the need for 
more direction were other forces mitigating against the teachers' motivation and 
commitment to the research endeavours. Consequently, the "initial enthusiasm waned 
rapidly" (Bridges and Lah, 1982: 85): two of the participants dropped out of the initial 
stage of the project, and another four teachers abandoned it subsequently, although, 
as the authors explain, "for various reasons unrelated to the course" (p. 85). In his 
role as a consultant with previous experience in running courses based on teacher 
involvement in classroom research, Elliott found the change of setting (from the 
context of an advanced diploma course at the Institute to a free floating course in a 
school) difficult to cope with. He felt that teachers in this context had a weaker 
conunitment to their research task and that he had less authority to require its 
completion (p. 87). As Elliott (quoted by Bridges and Lah, 1982) admitted: 
It is a matter of priority. [ ... ] Part time students who came on the advanced diploma course have had to work out the priorities in relationship to this 
enterprise. [ ... ] The advanced diploma course gives you a certain authority to 
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say next week you will get this done, next week you get that done. [ ... ] Once 
they've done it we get a quick early break-through. But we haven't got early 
break-through here because they haven't really looked at what they are 
doing. The only way I know of doing that is to get in those classrooms and 
really compel them to identify the problems and I don't have the time to do 
that. (p. 87) 
Elliott's words appear to support a fact revealed in other studies, that personal 
motivation, professional agendas, and link to, and support from an educational 
institution are influential factors in teachers' involvement as researchers. One 
important contribution of Schecter and Ramirez's (1992) two-year longitudinal study, 
for example, revealed that the need for a syllabus with a logical progression and a 
planned sequence of readings, assignments, and topics for discussion, for more 
regular feedback from the group leader and colleagues, and for stricter deadlines for 
oral presentations and submission of written work were major concerns of the 
participants. 
However, peer collaboration and support have also emerged as potentially 
facilitating factors of teachers' involvement as researchers, as was found in the Torres 
(1996,1997) studies. The transformative process from an initial attitude of 
scepticism and reluctance to full commitment to their enquiries, Torres reported, was 
facilitated by peer collaboration and the existence of collective zones of proximal 
development, which in turn facilitated risk-taking in the classroom. 
4.3. Instruction and training in research methods 
Teachers can learn about research in different ways. They can teach themselves 
through reading research methods books and research papers/reports; they can attend 
courses on research methods; or they can learn from direct experience of conducting 
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investigations. The provision of instruction in research methods has not been the 
central focus of empirical work on the involvement of teachers as researchers in 
teacher education courses. However, it is an important issue in the discussion of 
teacher-research as it appears to play, at least, two main roles: (a) an instrumental 
role of guidance and support with the difficulties faced by teachers in their work as 
researchers; and (b) a developmental role as a means of encouraging teachers to 
develop more positive attitudes towards research, and to regard it as a means of on- 
going professional development. 
4.3.1. The instrumental role ofprovisionfor training in research 
In the formal context of teacher education courses, claims have been made by 
teachers directly involved in research for the need to be introduced to current 
research studies in education, and provided with direction in research methods and 
techniques. Underlying these claims are, above all, the difficulties felt by the 
participants with doing research. Such difficulties have been reported mainly to do 
with planning a study, using data analysis techniques and deciding on the appropriate 
format and style of presentation. Zuber-Skerritt and Knight (1986) and Bean (1987) 
refer to the difficulties faced by research students with the definition of research 
problems, and with planning and writing of the dissertations. Bridges and Lah's 
(1982) report the problems encountered by the participants in the Melbourn Village 
College School-based Research Project in settling on topics for investigation. 
Brindley (1991) and Copper (1990) report identical findings. The majority of the 
teachers in Copper's (1990) study claimed that defining the research questions and 
interpreting the data were the most difficult aspects of the research process, whereas 
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collecting data was felt to be the easiest stage of the process. Focussing the questions 
of research, analysing and interpreting data were also the main difficulties 
experienced by the participants in Brindley's (1991) study. Some of these teachers 
resented the fact that they had stayed with a broad question and had not arrived at 
more definitive answers to their problems. Academic literature was found helpful in 
narrowing down the scope of the investigations and in providing useful models of the 
research process. 
Defining and refining researchable questions, as well as analysing the data 
collected and reflecting on what had been observed were also major difficulties faced 
by the private education sector teachers at the Cultura. Inglesa-Rio de Janeiro, Brazil, 
who were involved in "exploratory teaching" (Allwright, 1992a, 1992b) as a means 
of professional development (Lenzuen, 1994). Support from senior staff and the 
provision of a set of guidelines on possible questions for investigation and on 
possible ways to go about interpreting/analysing data were rated by the teachers 
involved as important forms of support for their work as teacher-researchers 
(Lenzuen, 1994). 
The importance of provision for training in research methods was also pointed out 
by Blake's (1985) respondents. In their opinion school-based, inforrnal consultancy, 
release for guidance in particular investigations of practice not necessarily tied to 
formal awards, and longer, award-bearing courses with a teacher-researcher/action- 
researcher orientation were valuable forms of provision for training as researchers. 
103 
4.3. Z The developmental role ofprovisionfor training in research 
Training in research can also be seen as a means of encouraging teachers to develop 
more positive attitudes towards it and to feel motivated to participate in research 
projects as a means of on-going professional development. 
Burgess (1978) devised a twenty-week in-service course titled "Understanding 
Schools and Classrooms", aimed at providing teachers with a set of skills and 
techniques that they could use in teaching and researching. In this course teachers 
were introduced to methods for analysing the structure of schools and classrooms, 
and for examining their own teaching contexts. Simultaneously they were provided 
with instruction in elementary methods of social research that they could use to 
identify and examine problems in their classrooms. The approach to each of the 
different areas in the course enabled teachers to become acquainted with a number of 
research procedures and skills (formulation of suitable problems for investigation, 
participant observation and interviewing techniques, questionnaire construction and 
administration). Practical work (simulation exercises) was provided, followed by the 
construction and implementation of small investigations focussed mainly on children 
and events in their classrooms. Charts, diagrams and field notes of observations were 
discussed in sessions where the teachers received feedback and advice from 
colleagues. Lectures, discussions, analysis, and practical work were complemented 
by readings on the different themes explored in the course and on social research 
methodology. 
For the purpose of course evaluation, the participants were invited to complete a 
feedback questionnaire at the end of each term. This revealed that one of the major 
advantages of the course was the conditions it had created for them to meet and 
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discuss their problems not only with colleagues in the same type of school but also 
with colleagues from different schools. One of the teachers remarked that, from her 
point of view, it had been "a sort of therapy just to discuss problems that we have 
been coming across in school" (1978: 18). 
Another relevant aspect of the course described by Burgess (1978) was the 
implications of the research activities in which the teachers had been involved for 
their professional work. Through investigating and discussing what they were doing 
in their schools and why they were doing it, the teachers were provided with 
opportunities for self-assessment and assessment of daily practice. Professional 
advice was seen by the participants as one of the main gains taken from the course, 
which reinforces the idea that teachers tend to be practice-oriented and to appreciate a 
practical focus on education courses: 
Meanwhile, the teachers saw the acquisition of professional advice as 
important as the acquisition of skills for teaching and research. (1978: 18) 
In another study of provision for training teachers as researchers, Huling (1982) 
compared two groups of teachers in order to investigate certain types of changes in 
practitioners as a result of participating in a professional development programme 
designed to help them gain new research knowledge and skills. The study was 
conducted with a group of thirteen teachers who volunteered to take part in action 
research projects in their schools with the support of five university professors and 
three staff developers. In addition, eighteen other teachers volunteered to participate 
in the study and to serve as the control group for the purpose of the investigation. The 
treatment group received a ten-hour period of initial training in general research 
105 
practices and procedures. Significant differences in attitudes towards teaching and 
using research were identified between the treatment and control groups. 
Some teachers who have set out to reflect on their particular experiences as 
researchers have also given personal accounts of the importance of receiving 
preparation and guidance in research methods. Jones's (1989) and Eames's (1993) 
accounts, for example, reveal how becoming an action researcher is likely to 
constitute a slow process of professional growth and maturity, rather than a matter of 
sudden and fast change. In commenting on his move towards action research through 
an initial phase of immersion (participation in the "Learning about learning" project 
in Wiltshire) followed by the attendance at a residential "summer institute" and an M. 
Phil. course, Eames stresses the importance of finding a role model in pursuing a 
determined research orientation. 
Hewitt (1993), the co-ordinator for the Avon's STRICT (Supporting Teachers' 
Research into Classroom Teaching) programme, reports on the work involved in a 
programme of in-service support run in Avon between 1986-90, where action 
research was implemented as a foundation for the on-going professional development 
of the teachers. Eighteen secondary schools and one primary school took part in the 
project with the teachers carrying out classroom-based research into specific aspects 
of their own concern in order to seek answers to the following general question: 
"What evidence can you provide to support your claim that your work has improved 
the quality of education for the pupils in your classroom? " (1993: 65). The teachers' 
school-based work was combined with attendance on workshops and involvement in 
dialogue with teacher colleagues and professional supporters from outside the school. 
According to two local teachers acting as part-time co-ordinators of the programme, 
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mutual classroom observation, discussions with learners, technical support in 
classroom observation techniques, and assistance with the critical evaluation of 
evidence were forms of support which proved beneficial for the teachers' work as 
researchers. The role of an instructional setting in boosting teachers' motivation and 
encouragement to engage in research of their own, was stressed by one of the 
participants quoted by Hewitt: 
Vital [the workshops] - otherwise research would have slipped off our list of 
priorities. (1993: 67) 
The importance of instruction in research methods as a means of supporting 
practitioners' involvement in research was also pointed out by one field tutor of the 
modular Bachelors and Masters degree programmes organised by the Dorset LEA 
and the Portsmouth Polytechnic where an increasing emphasis has been put on 
Practitioner Based Enquiry (P. B. E. ): 
as a field tutor, when you actually talk to the teachers involved, they seem to 
assume that there has to be some taught element before they can get on their 
piece of research. (McNiff 1993: 94-95) 
The inclusion of a research methods taught component in research-based teacher 
education courses has become common practice, principally at higher education 
institutions at the undergraduate level. There is certainly a great deal of merit in this. 
This is both morally and politically correct and necessary, to the extent that it is 
becoming quite common for classroom teachers to improve their qualifications 
through finther studies, which often requires them to produce some work in the form 
of a research project. However, the little attention placed on the training of teachers 
in research methods as an area of investigation suggests that this has been a taken- 
for-granted aspect of teachers' involvement as researchers. This view echoes 
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Wallace's (1996) concern about the function of research methodology inputs in ESL 
teacher education programmes. In his view, 
undergraduates in EFL/ESL should be familiar with a variety of common 
types of research reports to comprehend them and to understand why the 
findings are reported in the ways they are. They should be aware of the 
distinction between pure and applied research and the requirements of both 
of these types of research in ternis of the generalisability and verifiability of 
their findings. [ ... ] They should be introduced to a variety of methods of 
structuring their reflection on professional action [... and] invited to consider 
realistically which forms of action research will be desirable and feasible in 
their own teaching situations". (1996: 292-293) 
Closer attention, it seems, should be drawn to the ways in which teachers might be 
successfully helped to get the training and the knowledge to comprehend and make 
successful use of a variety of methods of research for both reading and doing it. This 
seems to be particularly relevant for teacher education courses with a research focus 
where the kind of training needed to read research reports and produce a dissertation 
may not be the kind of training needed to encourage classroom-based enquiry. In 
other words, different forms of teacher-research along the teacher-research 
continuum described in Chapter 2 may require different approaches to instruction in 
research methods and techniques with important consequences to the long-term 
effects of involvement in research on research-based courses. 
4.4. Long term effects of teachers' involvement on research-based courses 
Few of the studies available actually continue to a follow-up stage in order to assess 
the long-term effects of participation in research-based courses. This is usually due to 
the fact that it requires long-term longitudinal studies of participants, which is also 
complicated by teachers' mobility from one area to another, making them unavailable 
for follow-up surveying and interviewing. Nevertheless, some attempts have been 
108 
made to assess the impact of research-based teacher education courses on teachers' 
future practices. Two broad issues emerge from these studies. One relates to the 
effectiveness of research-based courses in promoting on participants the adoption of 
an enquiring stance to practice after completion of the courses. A second issue relates 
to the scope of changes in practice promoted by participation on the courses. 
4.4.1. Impact of involvement in research on participants' future role as enquiring 
practitioners 
As stated above, to assess the level of achievement of aims set for research-based 
courses for teachers against the long tenn effects of participation on those courses 
can be a difficult yet fruitful task. In this respect the work developed at the 
Department of Educational Studies, University of York, has been important. It aimed 
to investigate the contributions of teacher-research enquiries (undertaken in the 
context of the York Outstation MA Programme) to professional development and 
change within the associated schools (Vulliamy and Webb 1991,1992). The 
Outstation course aims at promoting changes in school policies and practice through 
enabling teachers to reflect critically on experiences and issues of interest to them by 
means of systematic collection of relevant evidence. For this purpose, teachers are 
introduced to case study, action research and evaluation research approaches and 
techniques (Vulliamy and Webb, 1991: 222). Following a small-scale research project 
based on tape-recorded interviews with 18 teachers completing the MA Programme 
(Webb, 1988), Vulliamy and Webb (1991,1992) report the findings of their 
investigation conducted with 127 participants. Ninety-two teachers had completed 
the MA programme and 35 were in their second year of study. Questionnaires, 
developed from prior analysis of the interviews from the earlier small-scale study 
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(Webb, 1998), and tape-recorded interviews with a purposive sample of 12 students 
who had claimed that their research had led to changes in classrooms and schools, 
provided the data for the study. Four tape-recorded in-depth interviews were also 
conducted with LEA advisers responsible for financing and monitoring the 
Outstation Programme, which provided further triangulation of data. Case study was 
the type of research adopted by a large majority of the course members. Action 
research was also adopted by a high percentage of teachers, while a much smaller 
number of participants decided to conduct evaluation studies. Increase in confidence, 
professional awareness, promotion opportunities, and self-esteem or self-image were 
seen by the teachers as the most positive effects derived from participation in the 
research process. Family or domestic pressures, exhaustion/tiredness, and stress were 
mentioned as the most negative effects on the teachers during their involvement in 
research on the MA course. 
The teacher-researchers also reported changes in their own attitudes towards their 
pupils and towards research itself, as well as in the attitudes of colleagues whose 
awareness for problems and issues was raised through participation as subjects of the 
studies. 
In the cases where the teachers' research activities were found to have contributed 
to changes in classroom and school practices it was claimed that this was facilitated 
by reflection on practice derived from the research process, fortuitous timing 
(research projects on topics of current interest to the schools), and sympathetic and 
supportive attitudes from senior management. However, the authors also concluded 
that those teachers whose projects involved data collected from pupils claimed that 
this was the aspect of involvement in enquiry bearing the greatest impact on their 
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teaching. Those were also the teachers who "continued to involve pupils in decision- 
making, albeit in a less systematic and rigorous way, and felt that this was a new 
direction that their teaching had taken as a result of the course" (1991: 233). This 
should not be surprising, however, since it addressed the area that most closely 
concerns teachers, that is, their pupils' leaming. 
Teachers' mobility, priority given to other innovations, staff complacency and 
lack of interest, lack of time, and the private and individualised nature of teaching 
were the factors preventing change most frequently mentioned by the course 
participants. The teachers' moving to other schools, the individualistic climate of the 
schools, the vision of research as a very private enterprise, and the teachers' reticence 
in making their theses available for reading by others (embarrassment or fears 
concerning the confidentiality of the materials) were seen as the main obstacles to 
dissemination and sharing of the teachers' research fmdings. However, some teachers 
claimed to have reported their studies verbally at staff meetings and LEA INSET 
initiatives. A smaller percentage of teachers produced written summaries of their 
research projects, and a few teachers made their firidings public in journal articles. In 
this respect, Vulliamy and Webb also found that the four LEA advisers interviewed 
placed greater value on the contributions of the process of involvement in research to 
the development of the teachers' critical reflective abilities than on the dissemination 
and impact of the teachers' research fmdings (1992: 55-56). 
In Vulliamy and Webb's view, there seems to be a danger that action-research 
projects conducted by teachers fail to promote the change they are supposed to bring 
about, whereas case-study research, given its own nature and aims, can have greater 
potential to lead to more long-term change. As the authors explain: 
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In a higher degree context, where there is an increasing expectation that 
theses will demonstrate methodological rigour and grounded theorising, 
theses based on an inadequate research base are likely to fail - thereby 
reinforcing the theory-practice divide which action research was designed to 
bridge. By contrast, case-study research, which promises to obtain an in- 
depth understanding of a problem or area but not necessarily to come up 
with any solutions, gives the teacher researcher more space for critical 
reflection and opportunity to meet academic criteria [and] as a research 
strategy in teacher-research enquiries itself has considerable potential for 
leading to changes but usually after (sic) the completion of the research. 
(1991: 233) 
Another point made by Vulliamy and Webb is that teacher-research findings are 
more likely to have some influence beyond the individual classroom if they are 
I 
perceived to have an immediate practical relevance to the priorities of staff and 
educational authorities (1991: 233). 
Hargreaves and Grey (1983) conducted a study to evaluate the possible impact of 
a part-time B. Ed. course at the NorthEast London Polytechnic (NELP) on the future 
practice of the teachers. The B. Ed. course aimed essentially to develop the teachers' 
critical consciousness, and their competence to carry out research into their practice 
and to devise effective solutions for the problems they faced (pp. 162-163). Taking 
the course aims as a starting point, the researchers attempted to seek "some indication 
of how past students [had] used insights into their practice and whether they [had] 
continued to adopt the ways of examining their professional activity", and "to 
ascertain how far teachers [had] continued to investigate and innovate once they left 
the course" (p. 162). Interviews were conducted with 25 students selected from those 
who had completed the course in the years 1976-79. A questionnaire identical to the 
interview schedule was sent to the other 136 students who had attended the course 
during that same period, and to 85 dropouts (a number which is interesting in itself). 
In this latter case additional information was asked about the reasons for withdrawal. 
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Only 50 were returned of a total of 221. Another questionnaire was administered to 
all members of staff who had taught on the B. Ed. course, in order to find out whether 
what was achieved matched the aims of the course. Great agreement existed among 
members of staff about the course aims that more closely related to the concept of the 
teacher-as-researcher, agent of change, and critical examiner of practice. However, 
small consensus was shared among faculty about the course aims related to the more 
traditional roles of the teacher, and the extent to which the first set of aims were 
being achieved. These results were found to conform to the teachers' opinions. For 
most of the teachers, the course had served to widen their repertoire of theoretical 
knowledge and skills rather than to challenge their basic personal assumptions. The 
majority of the teachers questioned claimed to have gained either "in-depth 
knowledge" (e. g. in areas like child development, etc. ) or "awareness", that is, 
"looking at and appraising what one is doing, particularly in the light of new 
knowledge" (p. 168). Only a minority of respondents reported to have gained 
"insight", i. e. "attitudinal as well as cognitive outcomes [leading to] a personal 
reorientation" (p. 169). 
Although almost all respondents commented favourably about the way of 
investigating practice used on the course, few claimed to have produced or published 
any investigative work within their institutions or local areas after completing the 
course. A stronger sense of investigation was found amongst the minority of teachers 
whose presuppositions about self and role had been affected by the course in a more 
fimdamental way. Where a sense of investigation was found to exist amongst the 
majority of the teachers, this was perceived to be at an informal level: not "as a 
qualitatively different level of operation but as a simply more formal way of 
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doing what the good teacher has been doing all along" (p. 176). Unavailability of 
time was, once again, one major reason pointed out by the teachers for not formally 
investigating their practice. The possibility that investigative work tends to take low 
priority in teachers' lives was also expressed in the words of two of the teachers 
interviewed: 
I would say now that I doWt have the time ... and yet it was there before 175); 
under pressure of the course one had to find the time to investigate; without 
the pressure one doesift bother (p. 177). 
Underlying this sort of comment there appears to be the need for externally 
imposed direction, an aspect emerging from other studies as essential to successful 
involvement of classroom teachers in research (cf. Bridge and Lah, 1982; Schecter 
and Ramirez, 1992). 
Hargreaves and Grey's (1983) findings are also important in pointing to possible 
relationships between the effects of training programmes on teachers and the 
motivations and frames of mind with which participants may approach courses. 
Whereas no apparent relationship was found to exist between the students' gains 
from the B. Ed. course and their achievement on it, the findings of the study suggest 
that the teachers who were more deeply affected by the course were more 
intrinsically motivated to attend it (they were primarily interested in education) than 
the other teachers who had come on the course principally in order to obtain a 
qualification for progression in the career. Evidence is also reported suggesting that 
those teachers who had adopted a stronger investigative stance on leaving a course 
were already in a critical frame of mind when the course started. These findings are 
supported by Bridges and Lah's (1982) account, suggesting that individual style may 
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also be an important variable to bear in mind in studying the impact on teachers' 
practices of involvement in learning about and doing research in education courses. 
4.4. Z Scope of changepromoted by involvement in research 
In what concerns the scope of changes in practice promoted by participation on 
research-based courses, identical findings have been reported in Britain and in 
America suggesting that involvement in research has usually greater impact on 
teaching practices at the individual classroom level than at the school level. Although 
some of the teacher-researchers in Copper's (1990) study, for example, claimed to 
have published articles or made presentations at schools or at local, regional or 
national conferences, it was generally recognised by the respondents that 
participation in research contributed essentially to the introduction of changes to their 
own teaching in their own classrooms, and that it had a limited effect on the school as 
a whole. 
The professional demands made on teachers, and the psychological and social 
influences imposed on them by the "social climate" (Stenhouse, 1975) of the schools 
are the main reasons suggested by Hargreaves and Grey (1983) for the short lasting 
effects of the B. Ed. course on the teachers' performances as enquiring practitioners. 
In the authors' opinion, the failure of the B. Ed. courses to bring about change and 
innovation in schools is to be analysed in tenns of "powei" and "ideology", which 
they see as forces mitigating against change (p. 178). In a "market economy [where] 
reformers are forced [ ... ] into entrepreneurial behaviour" (p. 178), training 
institutions can develop ways of encouraging change, but they lack the power to 
control change and innovation in schools. Faced with "the "reality" of work load, 
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conservatism of other teachers, mismanagement, or whatever" (p. 179), teachers tend 
to be affected by the "inertia" brought about by this set of conditions, and the training 
courses tend to lose their power "once ffirther professionalization. is completed and 
the degree awarded" (p. 180). The achievement of radical change, Hargreaves and 
Grey suggest, is not just a question of encouraging "collaborative, or even school- 
based, investigation", but rather a matter of finding out and implementing the 
appropriate strategies leading to it (p. 180). However, there is the possibility that 
training courses have aims that are out of step with teachers rather than the reverse. A 
Portuguese example can illustrate this. The need for practising teachers to attend in- 
service courses in order to gain the number of credits required for progression in their 
career has contributed, in the last 15 years or so, to the growing demand for INSET 
provision, and an increase in the number of private and public teacher training 
agencies. However, many courses have been planned and implemented according to 
the teacher educators' areas of expertise and research interests, and regardless of the 
participants' professional needs and expectations. Among other factors (e. g., the top- 
down approach to INSET planning and organisation, traditional modes of delivery), 
this has resulted in the production of the sort of in-service clientele mainly motivated 
to attend in-service initiatives for credit accumulation (Reis Jorge, 1996). 
4.5. Critical issues in teacher-research 
A number of critical issues emerge from the empirical work that has been reported on 
the involvement of teachers as researchers. These are mainly related to problematic 
aspects of an epistemological, practical, and ethical nature. 
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4.5.1. Epistemologicalproblems in teacher-research 
Ile "theory-practice divide" (Cochran-Smith and Lytle, 1990) has constituted one of 
the foundations for the advocacy of teachers' involvement as researchers. Through 
involving themselves in research not only can teachers become the generators of their 
own professional knowledge, but they can also acquire and develop new skills that 
enable them to become more competent readers and users of research literature (Carr 
and Kemmis, 1986; Cochran-Smith and Lytle, 1990; Elliott, 1993b; Nunan, 1990; 
van Lier, 1990; Whitehead, 1993, among many others). 
Practitioners' access to research has been complicated by the wide perceived gap 
between academic discourse and the discourse of practice. On one side are academic 
researchers, who are expected to follow the conventions of the research community 
and disseminate their work among similarly occupied people, but who may also hope 
that it has some impact on classroom practice. On the other side are classroom 
practitioners who belong to a community who are unfamiliar with the methods and 
language of the researchers (Hargreaves, 1996), and therefore find educational 
research irrelevant to their daily work, densely written, filled with jargon, and 
reported in a style that has no direct appeal to real time practice. 
Thus, it is not surprising that, in general, the involvement of teachers in research 
has been found to correlate positively with their attitudes towards it, and to have a 
positive causal relationship with their use of research literature. Through involving 
themselves in doing research teachers acquire and develop new skills that enable 
them to become more competent readers and users of research literature. 
As a knowledge generating process, and as a way in which teachers can generate 
their own professional dynamic in a pro-active manner (Wallace, 1996), teacher- 
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research is also problematic. Contrary to the view of practitioner-based enquiry as an 
activity conventionally, methodologically, and formally identical to the traditional 
university-based research (Meyers, 1985), some authors support the idea that teacher- 
research can be methodologically and epistemologically differentiated from 
conventional research (e. g. Berthoff, 1987; Bissex, 1986; Mohr and McLean, 1987). 
This view is grounded in teacher-researchers' topics of interest, theoretical 
frameworks, methodologies/techniques of documentation and analysis (Cochran- 
Smith and Lytle, 1990). In this respect, Schecter and Ramirez's study (1992), for 
example, was important in addressing a number of issues underpinning the 
dichotomy between what the authors designate of "teacher-researcher knowledge" 
and "university-researcher knowledge" (p. 202). In the academic tradition research is 
usually undertaken in order to make some contribution to an established body of 
knowledge, by following a well established format (the statement of a problem 
followed by the demonstration of the researcher's good faith in devising appropriate 
strategies for addressing the research questions; systematic review of the relevant 
literature; the use of established norms for reliability and validity; and the use of a 
conventional reporting style). The group of participants in Schecter and Ramirez's 
(1992) study did not feel similarly constrained. They did not undertake systematic 
reviews of the existing research on their topics, and where this was done it was as 
either a stimulus to thinking at crucial stages of the research projects or a means of 
validating personal perceptions. Many of them considered personal experience as a 
sufficiently valid foundation for the assertion of their claims. For some of the 
teachers, research could be conducted outside an articulated problem statement 
requiring consideration of competing hypotheses. 
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Participation in research has also been found to contribute positively to the 
development of teachers' critical, reflective abilities. In this respect, as Wallace has 
repeatedly noted (1991,1998), research is just one possible way in which reflection 
on practice can be managed through systematic collection and analysis of data 
relating to the understanding or the improvement of professional practice. 'Ibis raises 
an important issue related to the teachers! focus as researchers, i. e. the teachers' own 
voices and decisions about their interests as researchers. 
There is some evidence to suggest that teachers tend to question aspects of a 
practical nature, to challenge theoretical claims made in the literature (Cochran- 
Smith and Lytle, 1990; Johnson and Chen, 1992), and to focus their enquiries on 
aspects of their classroom practices and the effects of such practices on the learners 
(cf. Schecter and Ramirez, 1992). Cazden, Diamondstone and Nasso's (1989) survey 
of topics of teacher-researchers on writing (many of whom work in tertiary 
institutions) has shown a preference for focussing their enquiries on the actions and 
interactions of teachers and learners, and for addressing questions in the areas of 
teacher-student conferences, revision, writing to explore meaning, writing in the 
content areas, and the relationships between personal and informal writing. Accounts 
of school-based research carried out in the context of the in-service MA courses of 
the Outstation Programme at the University of York, reveal that the teachers' choices 
of research topics were similarly dictated by their individual status and role within 
the school, conditions of access to data, and most immediate professional interests: 
head teachers and deputy-head teachers tended to investigate areas related to their 
managerial job, whereas classroom teachers preferred to research their own 
classrooms, given their predominant interest in understanding the effects of their 
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practices on pupils' leaming (Webb, 1990). Identical results are reported by Brindley 
(1991) who found out that the questions the teachers had chosen to address in the 
investigations emerged generally from aspects of concern about their own teaching. 
Directly related to the teachers' focus as researchers are the methodological 
orientations they adopt to pursue their interests. The approaches and techniques 
adopted by teacher-researchers have also been the object of discussion among 
teacher-research theorists. Many advocators of practitioner-based enquiry have 
discouraged teachers' use of quantitative methods, not because of the lack of rigour 
of these methods, but because they consider qualitative methodologies more 
appealing and appropriate for practitioners to enable them to address a number of 
aspects related to the social and cultural environment of classrooms (Erickson, 1986, 
cited by Johnson and Chen, 1990: 221). Other authors, like Bereiter (1989), have 
urged teacher-researchers to undertake comparative experiments in order to test out 
methodological claims and to examine educational outcomes, in spite of the fact that 
large-scale studies have failed to do so effectively. 
The topics that teachers select for investigation and the ways they choose to find 
answers for their questions are particularly relevant to the discussion of the concept 
of teacher-research in the light of the continuum described in Chapter 2. The practical 
orientation revealed in many studies of teachers' involvement as researchers may 
conflict in nature with the theoretical frameworks within which academic researchers 
work. Teachers working as researchers at the practical end of the continuum 
(practical/puzzle solving enquiry) tend to draw on their epistemology of practice and 
to implement research strategies and mechanisms that are normally unsuitable to 
meet the institutional expectations and requirements of academic certification. The 
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focus on a final product aimed at fulfilling certification purposes may be detrimental 
to the participants' adoption of a practical research orientation to their work, the lack 
of which has been commented on, and seen by advocates of teacher-research as a 
cause for concern. 
4.5. Z Practicalproblems in teacher-research 
A number of factors (the award of academic and professional qualifications, career 
prospects, ideological orientations, the urge for personal and professional 
development, etc. ) can be highlighted as providing special motivations for teachers' 
involvement in doing research. 
Empirical work on teachers' involvement as researchers in the context of 
curriculum development projects suggests that the teachers' inclination to take up the 
role of researchers, and the long term effects on practice of involvement in research 
commitments may depend, to a large extent, on a number of motivational and 
professional factors. In some cases participation in research projects and experiments 
has been on a voluntary basis with participants who are highly motivated teachers 
, with previous exciting and rewarding experiences of 
involvement in enquiry (cf. 
Ben-Peretz et al., 1990; Eames, 1993; Hewitt, 1993; Huling, 1982; Schecter and 
Ramirez, 1992; Schecter and Parkhurst, 1993). In other cases the selection of 
teachers to participate in curriculum development research projects has depended on 
criteria of professional experience and status, excellence of practice, individual style, 
etc. (e. g., Cooper and Ebbutt, 1974). 
In cases where these conditions have failed to exist, or where teachers have been 
compelled into research, the results have been either the waning of participants' 
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interest and commitment to the projects in which they were involved (cf. Bridges and 
Lah, 1982), or an attitude of suspicion towards academic researchers (cf. Cope and 
Gray, 1979). 
Apart from motivational factors, a number of "practical difficulties" (Peeke, 1984) 
have been felt to be major obstacles to teachers' taking up the role of researchers. 
Some research tasks can be time-consuming and create a diversion from the task of 
teaching. Lack of fmancial support may prevent teachers from pursuing research 
projects leading to the award of higher degrees. Lack of availability of material 
resources may impose constraints on teachers who wish to engage in projects of 
investigation. 
Some of these practical problems faced by teacher-researchers are confirmed by 
the results of Schecter and Ramirez's study (1992), where the need for different kinds 
of support (time, scheduling, money, institutional and collegial support) was felt by 
the group of teachers in this study. The participants in Copper's (1990) study also 
reported the time factor as a disadvantage in teacher-research. Similar claims were 
made by the Brazilian teachers (Lenzuen, 1994; Mazzillo, 1994). In one case, paying 
the teachers to attend meetings to discuss their work with colleagues was a way of 
encouraging them to find extra time for the research commitments (Lenzuen, 1994). 
Work in isolation and absence of an "activator" may also be problematic, given 
that some most successful examples of teachers' involvement in research are led by 
an enthusiast. As teachers research their own practice, they may find things out about 
themselves that threaten their self-esteem and professional image. Most of the 
comments made by the 45 teachers surveyed by Lenzuen (1994) in Brazil, for 
example, pointed to a predominance of affective and cognitive factors related with 
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the need to feel valued, and to make sure that their work as enquiring practitioners 
was sound and based on solid knowledge, and that it was not threatening to their 
professional image. Meyer's study (1996) of a group of primary grade teachers who 
decided to engage their students in enquiry, demonstrated the importance of 
institutional support to teacher research that occurred under adversity, self-doubt, and 
even oppression given its political and social nature at a school in a lower socio- 
economic area with a multiethnic, student body. Collaboration can be important as a 
minimising factor of the threats to teachers' self and professional image, which may 
explain in part the fact that collaborative work with supervisors and colleagues 
(especially at the initial stages of research), co-operation from colleagues as 
informants, attendance on formal "hands-on" courses and workshops on research 
methods, institutional encouragement and commitment to the research projects are 
kinds of support valued by teacher-researchers (Bridges and Lah, 1982; Brindley, 
199 1; Hewitt, 1993; McNiff, 1993; Somekh, 1989a; Torres, 1996,1997). 
4.5.3. Ethicalproblems in teacher-research 
Ethical problems of teacher-research may exist at, at least, two main levels: 
institutional and professional. At the institutional level, the involvement of teachers 
as subjects or assistants of research in the world of professional researchers raises 
questions of ownership and autonomy. The concept of autonomy in ethics connotes 
independence and self-determination, and the ability of individuals to determine their 
own actions in a responsible way, firee from undue pressure or manipulation (Lovat, 
1994). The involvement of practitioners in research projects of any kind to the main 
advantage of academic researchers and policy makers may be in disregard of these 
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principles, which also contradicts the ideals of "autonomy", "empowerment", and 
"emancipation" underlying the teacher-as-researcher rhetoric. 
At the level of professional ethics, problems of role, disclosure, and disruption 
emerge as main critical issues. Teachers involved in research in their schools and 
classrooms can be faced with difficulties in reconciling their roles as teachers and 
researchers (Burgess, 1980a, 1980b, 1980c; Peeke, 1984). As Hopkins (1990) asserts, 
"the teachers' primary job is to teach" (1985: 41), and that is what pupils, parents, 
employers, educational authorities, and society in general expect them to do. In 
taking up the role of researchers teachers must make sure that use of time for research 
activities does not affect their normal teaching routines. However, it is worth noting, 
teachers are more and more required to perform a number of bureaucratic and 
administrative tasks that are likely to interfere with their normal teaching duties. 
Perhaps the time spent at performing such time consuming, unrewarding tasks would 
be better spent at professional development activities like research. 
Teacher-researchers also need to consider whether or not the kind of research they 
are doing complements their core work, and the extent to which it may distort and 
disrupt learning (Murray, 1992, among others). Research studies involving 
experiments and the notion of a "control group", for example, would be anathema to 
a committed teacher. Either what the teacher wants to do is good enough for all the 
learners or none of them. 
Much research carried out by practising teachers in their contexts of practice will 
necessarily involve learners, colleagues, parents and superiors. In these circtunstances 
it may be difficult for teacher-researchers to carry out their projects and share their 
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results without risking problems of disclosure or failing to protect the right to privacy 
and anonymity of those involved. 
Problems of acceptance may also be faced by teacher-researchers in their contexts 
of work. Peeke (1984) refers to a number of "affinity difficulties" experienced by 
teachers in gaining access to data, and in being given credit as researchers by peers 
and colleagues of higher status. Such difficulties can result from the fact that: 
teachers can claim no distance from their research [ ... ] and [ ... ] are usually dealing with colleagues who know them well and who have well-developed 
ideas about their character and ability. (Peeke, 1984: 25) 
Such problems can be complicated by the teachers' decision to address in their 
studies sensitive questions that require them to assess and pass judgement on learners 
and colleagues, or even to take sides, which "may jeopardise future relations with 
fellow teachers or with pupils" (Burgess, 1980a: 171). As Burgess stated: 
Ethical and political dilemmas are not confmed to one particular stage of the 
research process. Indeed, ethical questions highlight the problems that occur 
throughout the research. However, the way in which a teacher-researcher 
resolves these problems may involve him knowing more about himself, the 
way in which he works, and the processes that occur within the institution in 
which he is located. (1980a: 171) 
Teacher education courses with a research focus appear to have an important role 
to play in this respect, not only in helping teachers develop the kind of self and 
contextual knowledge referred to by Burgess, but also in considering the extent to 
which the outcomes of studies conducted by teachers for course assignments may 
have "a potentially destructive effect upon their schools" (Nias, 1988: 4). 
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4.6. Summary 
Teachers' involvement in doing research has usually been of three different kinds: (i) 
doing systematic research alone or collaboratively with other teachers as a means of 
on-going professional development; (ii) doing research as collaborators or subjects 
with professional/academic researchers; and (iii) doing research on award-bearing 
courses for certification purposes. All may include learning to read research and 
learning about how to do research, and these two types of leaming may not require 
the same kinds of input. 
A number of commonalities can be found in the outcomes of different studies that 
have set to investigate the involvement of teachers as researchers, and a number of 
identical issues have been raised in the theoretical discussion of the teacher-as- 
researcher. Nevertheless, findings are also contradictory. It is important, therefore, to 
exercise caution in reaching conclusions. However, the following can be summed up 
as suggestions compatible with the research findings to date. 
Involvement in doing research appears to correlate positively with teachers' 
attitudes towards it, and it may have a positive causal relationship with teachers' use 
of research literature. Similarly, training in research methods can have a positive 
effect on teachers' motivation to read and discuss research. The award of academic 
and professional qualifications, career prospects, ideological orientations, the urge for 
personal and professional development, can be indicated as creating special 
motivations for teachers' involvement in doing research. However, time constraints, 
lack of resources and institutional support, and lack of externally imposed direction 
can be major obstacles to teachers' taking up the role as inquiring practitioners once 
courses are completed. 
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The success of many research initiatives reported to date appears to have greatly 
depended on the fact that they involved highly experienced, motivated teachers who 
either joined research projects on a voluntary basis or were selected on criteria of 
professional experience and status, excellence of practice, and individual style. In 
cases where such conditions have failed to exist, or where research has been imposed 
on teachers, the results have been either the waning of participants' interest and 
commitment or an attitude of suspicion towards academic researchers. 
Problems have also been identified relating to teachers' lack of motivation and 
attitudes of suspicion towards research as seen by many practitioners as "something 
that universities do to schools" for the benefit of the academic researchers (cf Cope 
and Gray, 1979). This may indicate that, in the same way that teachers' use of 
research may depend on their prior beliefs about and attitudes towards research (cf 
Johnson, 1964,1966; Zeuli, 1992), teachers' gains from attending research-based 
training courses, and the impact of such courses on the teachers' performances may 
depend on the prior beliefs about, and attitudes towards research that practitioners 
bring with them to the research-based instructional settings. 
Despite the positive claims for the potential of teacher-research as a means of 
personal and professional development, and an agency of classroom change and 
reform, the involvement of teachers as researchers can be problematic and disruptive 
of teachers' self-image, the classroom and the school. Peer and academic support may 
be a necessary condition, but not a sufficient one, to minimise such risks. Institutional 
support appears to be of paramount importance in this respect. This is even more 
relevant in socio-cultural and professional contexts where the traditional image of the 
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teacher is commonly associated with that as recipients of professional skills rather 
than as generators of their own professional knowledge. 
Ibis point appears particularly relevant in research-based teacher education 
courses where participants may come from very different backgrounds. Here there is 
the danger of imposing on teachers models of professional development that are 
inappropriate to their local contexts of practice. It is thus important that a doctrinaire 
approach to teacher-research be resisted in favour of a meaning oriented approach 
that invites critical appreciation and exploration of the concept of teacher-research 
and the image of the teacher as enquiring practitioner. 
These empirical arguments appear to throw some light on the claims that 
educational research is often irrelevant and of little interest to the work of teachers. In 
many cases it is more likely that teachers' negative responses to educational research 
are detennined by a lack of expertise and difficulties in reading and understanding it, 
rather than a genuine view of research as irrelevant to their work. As Cope and Gray 
have remarked, "genuine confusion and uncertainty may be mistaken for suspicion 
and hostility" (1979: 24). Moreover, teachers' responses to research may depend on 
ill-founded expectations from it. Expecting research to provide solutions for 
classroom problems can be as natural as it is misleading. Educational research cannot 
always solve teachers' problems, at least in the sense of providing them with an 
immediate set of rules and techniques that will avoid or resolve their problems. 
Firstly, because progress in research is often slow, and researching a problem does 
not necessarily lead to ready solutions (Hammersley, 1993). Secondly, because the 
diversity of situations in which teachers work is not always amenable to action in 
accordance with an abstract set of rules (Hasmmersley, 1993). Furthermore, good 
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practice involves judgement informed by experience as much as by theoretical 
knowledge, rather than just the straightforward, mechanical application of research 
findings (Caff, 1987; Hirst, 1983; Sch6n, 1983,1987). This is why involvement in 
learning and doing research can be important in developing teachers' awareness of, 
and insight into what research is really about, and consequently in promoting in them 
more positive attitudes towards it. 
The introduction of teachers to research literature and research methods in 
research-based courses has been valued by course participants. However, there is no 
solid evidence to suggest that attendance on, and successful completion of, research- 
based programmes has any long-term impact on teachers' practices. Similarly, there 
is no solid empirical evidence that training in research methods, which has been 
viewed by teacher educators and teacher-researchers as an instrumental and 
motivational element of teachers' work as researchers, may be determining of 
teachers' decisions to take up the role as teacher-researchers. 
The literature reveals that teacher-research is not a monolithic concept. Rather, it 
is a trend with a variety of manifestations which can be described on a continuum 
ranging from forms of involvement grounded in the canonical model of academic 
research to forms of involvement that assume a more pragmatic, practical orientation 
rooted in the reflective practitioner model. As they pursue different objectives and 
follow different methodological orientations, different forms of teacher-research 
require different skills and abilities. 
This raises a fundamental issue in terrns of course development within the context 
of academic courses with a research focus and aimed at encouraging teachers to 
adopt a reflective, enquiring stance to practice. An emphasis on practical skills may 
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be insufficient to prepare participants to successfully fulfil the institutional 
requirements of academic certification, whereas an emphasis on academic skills may 
not be conversant with the skills required by the reflective model. 
The classic format of the academic dissertation and the academic genre may lead 
teachers to conceive of the research process as a linear set of steps rather than a 
messy one, and to take research reports as simple guides to the doing or the reading 
of research (Brown and Dowling, 1998). The contrast between the theoretical, highly- 
structured nature of academic research and the messiness of teachers' practical 
classroom routines may make it difficult for teachers to establish direct links between 
the outcomes of their academic work and real practice. The academic dissertation, it 
has been argued, through imposing on teachers highly-structured forms of research 
that are incompatible with their normal practice, may fiustrate the purpose to 
encourage them to adopt a reflective, enquiring stance to practice (Allwright, 1995, 
1997; Wallace, 1996). However, the theoretical and empirical literature on teacher- 
research suggests that the preparation of teachers to work within the reflective 
practitioner model requires training in a number of different skills. In view of this 
fact, I wish to push the argument further to suggest that, given the diversity of 
contexts in which teachers may encounter research, research-oriented education 
courses need to provide a range of experiences aimed at developing practical skills 
required for teachers' involvement in research of the practical/problem solving kind, 
as well as academic skills required for both reading and doing academic research, so 
that teachers are able to incorporate a theoretical dimension into their reflective 
practice, that is, to examine personal theories and beliefs against a broad knowledge 
base of the profession. 
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Much of the investigation of teachers' involvement in research has been cross- 
sectional in nature and product-oriented with the result that little is known about how 
teachers develop their abilities as researchers and their views of research over time, 
particularly in the context of award-bearing courses. More information about 
programmes involving student teachers in enquiry-oriented teacher education at the 
undergraduate level needs to be made available (Arnold, 1993; Tabachnick and 
Zeichner, 1991: ix). It is thus important that studies are conducted on teachers' 
experiences as learners and initiators of research in order to explore how participants 
go about acquiring and developing their knowledge and skills of research, and how 
exposure to learning about and doing research is likely to shape the participant's 
views of research and of themselves as enquiring-practitioners. These are the general 
aims of the empirical study described in the remaining chapters of this thesis. 
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CHAPTER 5- ON BECOMING A TEACHER-RESEARCHER -A CASE 
STUDY: CONTEXT, OBJECTIVES AND METHODOLOGY OF THE 
STUDY 
In teacher education courses with a research focus, it is not unusual for there to be 
some taught component on research methods. In such cases, teachers' knowledge and 
abilities as researchers are likely to develop from involvement in research at, at least, 
three main levels: reading (research reports, research methods books), tuition in 
research methods (lectures, seminars, workshops, practical tasks), and immersion in 
research projects, usually for a dissertation. 
Most empirical work on the involvement of teachers as researchers has focussed 
preferentially on two of the three levels of teachers' involvement in research - 
reading (teachers as users of research) and immersion (teachers' experiences of 
conducting research). Training in research methods (the third level mentioned 
above), which has emerged as a recurrent theme in the theoretical and empirical 
literature as one form of support valued by teachers as they take up a role as 
researchers, has been a relatively neglected area. 
There is thus a gap to be filled by studies that set out to explore systematically and 
in a comprehensive way, the development of teachers as researchers in specific 
contexts of teacher education where involvement in enquiry follows this particular 
three-mode type of approach. 
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5.1. Context of the study 
The study in this thesis is a two-year longitudinal case study conducted with a group 
of teachers (n--22) attending an in-service B. Ed. (Honours) specialist degree in TEFL 
for qualified overseas teachers at a British university. 
S. I. I. The in-service B. Ed, (Hons) degree 
The two-year course is desiped to up-grade the teachers from certificated to degree 
status. Technically it is the final two years of a four-year honours course divided in 
two parts. Part I is completed in two terms with a qualifying examination on 
completion. This includes seven taught units in TEFL: Research Methods, 
Sociolinguistics, Language and Literature, Language Awareness, The Teaching of 
Reading, Lexis and Vocabulary Teaching, and Grammar; one foundation unit 
(Teaching Curriculum Perspectives); and one elective unit from a choice of six 
(Computers, Teaching and Learning; Pastoral Care, Guidance and Counselling; 
Psychology of Education; Educational Planning and Administration; Teacher 
Education; and Educational Administration and Professional Development). 
Part H is completed in the remaining four terms, and consists of six TEFL taught 
units: Writing, Speaking and Listening, Issues in Course Design and Evaluation; 
Task-Based Language Learning, and Language Teacher Education; one elective 
taught unit from a choice of six (as above), and a dissertation. 
Formal course assessment requirements are as follows: in Part I, all course units 
(TEFL, Foundation, and Electives) are assessed for progression by coursework. In 
addition there is then a qualifying examination based on the TEFL element. 
Assessment of Part H is for degree classification and based on course assignments for 
133 
the TEFL, Foundation and Elective units (33%), two unseen three-hour examinations 
related to the TEFL component (33%), and a dissertation (33%). 1 
All the course participants must have at least three-years' professional experience. 
Building upon this, the course aims principally to enable the teachers to make full use 
of their knowledge and skills by providing them with opportunities to (a) enrich their 
knowledge about the language and extend their abilities to use it in a wider range of 
repertoires; (b) articulate their intuitive theories of how languages are learnt through 
the study of language learning theories and practical experience of learning a 
language; (c) examine and compare their own teaching experiences, and enrich them 
through the study of underlying theories; and (d) be exposed to instruction and 
practice in the process of carrying out and disseminating classroom research, and in 
keeping up with the literature (Student Handbook and Syllabuses, 1993-95). 
5.1. Z The research component of the B. Ed. course 
The teachers' involvement as learners and initiators of research on the course takes 
place in, at least, the three main modes identified above: (a) through reading around 
the lectures; (b) through exposure to direct tuition/instruction in research methods; 
and (c) through immersion in research for the purpose of producing a research-based 
dissertation. 
The research component of the course is made explicit in a particular unit on 
Research Methods for Language Teachers, and in the preparation of the dissertation. 
The objectives of the Research Methods unit are two-fold: (a) to generate interest in 
I The actual content of the B. Ed. course has altered slightly in terms of curriculum and syllabuses 
since Us study was undertaken, but in structure it remains largely unchanged. 
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and enthusiasm for classroom-based research as a means of continuing professional 
development, and (b) to equip the students with the skills needed for designing, 
conducting, and writing up their dissertation projects (Unit Aims, Student Handbook, 
1993-95). 
The course unit syllabus includes the identification of researchable questions of 
interest to the group, and the use of such questions as vehicles for the exploration of a 
number of methods (diary studies, real time and recorded classroom observation, 
principles of transcription and coding, questionnaire design and analysis, interviews, 
think-aloud protocols). Library research skills are also covered in the unit, and are 
conducted by library tutors collaboratively with academic staff. 
The Research Methods unit takes place during the first year of the in-service 
programme. Following an initial period (during the first and second terms of the 
academic session) of weekly lectures and workshops which include the presentation 
and discussion of practical tasks, the participants are expected to carry out small 
research projects based on the experience of their school placement in the third term 
of the session. This placement is supported by weekly seminars. 
All other TEFL units involve teachers in reading research reports, supported by 
lectures and tutorials. 
The teachers' formal involvement in research culminates in the production of a 
fmal dissertation in the second year of the course. For this purpose, data is usually 
collected by the teachers in their home countries during the summer vacation. This 
means that the teachers usually start thinking about the topics for their dissertations 
during the third term of the first year on the course, when they are allocated to a 
supervisor. 
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5.2. Objectives and focus of the study 
The main objectives of this longitudinal case study are: 
(a) to explore the experience of the group of teachers on the course as learners and 
initiators of research; 
(b) to investigate the relationship between the three modalities of involvement in 
research: reading, tuition/instruction, and immersion; 
(c) to investigate the knowledge about research acquired and developed by the 
teachers over time during the course; 
(d) to uncover the ways in which the teachers' views of teacher-research and their 
perceptions of themselves as enquiring practitioners change over time on the course; 
(e) to uncover the teachers' perceptions of the contributions of this particular 
experience of involvement in research to their own professional development. 
In order to achieve the proposed objectives, six main dimensions will be under 
observation, which can be grouped in two main areas of investigation, as summarised 
in Figure 5.1. 
Main Areas of Investigation 
*Process of involvement in research 
eOutcomes of involvement in research 
Dimensions 
-reading 
-direct tuitionrinstruction in 
research methods 
-immersion in research 
-knowledge of research 
-conceptions of "teacher- 
research" 
-perceived contribution of 
involvement in research to 
Figure 5. ]-Focus ofthe study: main areas and underlying dimensions 
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The first three dimensions are concerned with the processes of the teachers' 
involvement in research and represent the three modes of involvement outlined 
above. At this level, the focus of the study will be on a number of issues underlying 
each of the three dimensions. In the reading mode the focus will be on the types and 
amount of reading done by the teachers at the different stages of involvement in 
research, their main purposes for and interests in reading research, the main 
difficulties in reading and understanding research papers/reports, and the strategies 
adopted to cope with such difficulties. In the direct tuition/instruction mode, the 
concern will be with different leaming sources and tasks, the teachers' difficulties as 
learners of research, and the ways chosen by the teachers to cope with such 
difficulties. In the immersion mode the focus will be on issues related to the teachers' 
decisions about topic areas of investigation, formulation of researchable questions, 
methodological decisions, difficulties and coping strategies in conducting research, 
as well as on the impact of instruction in research methods on the process of 
designing and conducting the dissertation. 
At the second level, the study will focus on the outcomes of the teachers' 
involvement in research with reference to three dimensions: the development of their 
knowledge and abilities of research over time; the evolution of their conceptions of 
teacher-research over time; and their perceptions of the contributions of involvement 
in research to their own professional development. 
It must be stressed that the six dimensions under observation do not operate in 
isolation. They are part of a multi-dimensional process of learning and professional 
development undergone by the group. 
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However, for the purpose of analysis and description these dimensions will be 
addressed in the order shown in Figure 5.2. Ile diagram is intended to be flexible 
enough to allow for the establishment of relationships between variables whenever 
necessary and appropriate. 
4. knowledge of 
research 
1. reading 
-amount of reading and main purposes 
-main interests in research literature 
-difficulties in reading and understanding 
research and coping strategies 
2. tuition/instruction 
-sources of learning 
-leaming tasks 
-difficulties and coping 
strategies 
3. immersion 
-choice of topic areas 
. 4-0, -choice of methodology 
-problems and coping 
strategies 
5. views of tcacher-research 
and self-perceptions as 
enquiring practitioners 




Figure 5.2-Direction andfocus ofanalysis 
5.3. The subjects of the study 
The group comprised twenty-two non-native speakers of English (12 males and 10 
females) from Africa and Asia: one teacher from the Gambia, one teacher from 




1-The teachers' distribution: gender by nationality 
Malaysia Mozambique Gambia Total 
Male I1 12 
Female 9 10 
Total 20 22 
Professional experience among the group ranged ftom I to 18 years at different 
grades: primary, secondary, and adult/continuing education (Table 5.2). 1 The vast 
majority of the teachers (n= 19) had between 7 and 18 years of experience. Most of 
them were from a primary teaching background. 
Table 5.2-The leachers' distrihilion. - prqýýssional experience by grade 








_ 1-3 years I I 
4-6 years 1 2 
7-18 years 19 1 19 
Total 19 2 1 22 
This was a group with much in common: geographical origin, socio-cultural and 
professional background, experience of teaching, level of proficiency in English, and 
knowledge about language and language learning. Another area of potential 
commonalty was their initial expectations from the course: to learn more about 
language teaching methodology and to improve their language skills. All of them had 
done a two-year initial training programme. The Malaysian teachers had also 
completed a one-year in-service Diploma course. 
I The decision to divide the teachers' professional experience into four categories was informed by the 
general results in the literature concerned with investigations into teachers' professional life cycles, to 
reflect the following phases: 1-3 years-career entry (survival and discovery); 4-6 years- stabilisation; 
7-18 years-experimentation/activism-reassessment/self-doubts; 19-30-serenity/relational distance- 
conservatism, followed by one last phase: 31-40 years-disengagement (serene or bitter), (Hubernian, 
1992,1993). 
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In Malaysia, the educational system is highly centralised. Materials, curriculum 
development, teacher development planning all take place at Ministry level. Colleges 
deliver the teacher training, and schools deliver teaching. The system is rigidly 
hierarchical. This is reflected in the structure of the schools where the Headteacher is 
the top of the rank, the teachers the "footsoldiers". Examination results at every level 
are highly public and monitored very closely from the highest levels, so teachers 
perceive that one of their main reasons for being is to get children through the exams. 
This is a society where the school culture is not conducive to teachers researching 
their own practice. All the pressure of exams and monitoring has combined in the last 
few years to produce a very bureaucratic system where teachers have to produce all 
kinds of paper work. In addition, extra-curricular activities are compulsory for good 
appraisal. Apart from time limitations, there is a general acceptance that research and 
development is done by the Ministry rather than by teachers. 
Closer consideration of the members of the group (on the basis of the information 
provided by the teachers in questionnaire 1 administered at the very beginning of the 
course) revealed considerable diversity in their self-perceptions as teachers, perceived 
main areas of professional concern, and the ways of addressing professional 
problems in the past. 
A purposive sample of teachers (n--9) representing nearly half of the group were 
chosen for interview (Table 5.3). It was my initial intention to interview the whole 
group. However, this was not possible, because not all the teachers were willing to 
provide me with information in this way. In view of this, I decided to choose as good 
a purposive sample (Cohen and Manion, 1994) as possible in a systematic way, 
within the constraints imposed by the group. In purposive sampling, researchers 
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choose the cases on the basis of their judgement of their typicality (Cohen and 
Manion, 1994: 100). This selection was made on the criteria that the sample would 
be representative of the whole group in terms of- 
(a) nationalities (Mozambique, The Gambia, and Malaysia); 
(b) ethnic origins of the Malaysian teachers by gender (I Indian male/female, I 
Chinese male/female, I Malay male/female); 
(c) teaching backgrounds (primary school, secondary school, adult/continuing 
education); 
(d) number of years of teaching experience. 
Table 
. 
5.3-Purposive sample oj'feachers selecled. fiv interview 
Teacher 
Code Gender 
Years of teaching 
experience Grade Origin 
A Male 4-6 Adult/continuing education Mozambique 
B Female 7-18 primary school Malaysia (Indian) 
C Female 7-18 primary school Malaysia (Indiaii) 
D Female 1-3 secondary school Gambia 
E Male 7-18 primary school Malaysia (Chinese) 
F Female 7-18 primary school Malaysia (Chinese) 
G Female 7-19 secondary school Malaysia (Malm) 
H Male 7-18 primary school Malaysia (MalaN) 
I Male 7-18 primary school Malaysia (Indian) 
5.4. Methodological approach 
This study is concerned principally with investigating the participants' experiences, 
the development of their knowledge and skills of research, and their abilities as 
researchers during attendance on the course, the evolution of their views of teacher- 
research over time, and their perceptions of the contributions of the experience of 
involvement as researchers to their own professional development. 
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In view of these objectives this study is essentially descriptive in nature. Whereas 
experimental researchers tend to "arrange for events to happen" (Best, 1970, cited in 
Cohen and Manion, 1994: 67), descriptive researchers are principally concerned with 
conditions or relationships that exist; practices that prevail; beliefs, points of 
view, or attitudes that are held; processes that are going on; effects that are 
being felt; or trends that are developing. (Best, 1970, quoted in Cohen and 
Manion, 1994: 67) 
In order to address the aspects under investigation, a longitudinal approach was 
adopted so that the group of teachers could be followed over the two years spent on 
the course. Longitudinal studies are those "based upon repeated measurements of the 
same individuals over time. [They] are 'socio- or psycho-dynamic' and are interested 
in change" (Wall and Williams, 1970: 7). Unlike cross-sectional studies, which are 
usually interested in investigating different respondents at particular points in time, 
and which provide simultaneous and synoptic views of phenomena as they exist at 
any one time, longitudinal studies are particularly appropriate when a "diachronic 
perspective" is to be taken to study the stages and processes by which social practices 
and institutions change and are changed (Haff6,19 8 1). 
One major problem with longitudinal studies is the risk of loss of subjects due to 
the difficulty in keeping contact with the same sample of subjects over a long period 
of time (Lovell and Lawson, 1970; Verma and Beard, 1981). In the present study, 
sample mortality was not a difficulty given that the group involved were all attending 
the same educational institution for the period of time under scrutiny. 
Yarger and Smith (1990) have proposed the following typology to classify 
research studies in teacher education: "narrative studies", "case studies", "surveys", 
"correlation studies", and "causal/experimental studies". Given its exploratory 
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nature, the focus on a particular context of in-service teacher education, and the 
questions that it aims to address, the present study is, in methodological terms, a case 
study. 
The case study is an empirical research strategy particularly appropriate to 
investigate a contemporary phenomenon within its real-life context, especially when 
the phenomenon under study is not readily distinguishable from its context (Yin, 
1993,1994). Case studies are conunonly defmed upon the notion of case as a 
"bounded systea' that will be studied intensively (Platt, 1988: 3). Stake (1988) 
defines case studies as: 
[studies] of a "bounded system", emphasizing the unity and wholeness of 
that system, but confming the attention to those aspects that are relevant to 
the research problem at the time. (p. 258) 
The main purpose of a case study is, as explained by Lovell and Lawson (1970): 
to examine the characteristics not of a large sample or a total population, but 
of an individual unit (p. 40). 
The unit case may be a person, a group, a family, a community, an event, or an 
episode (Hamel, 1993; Lovell and Lawson, 1970; Platt, 1988). The case unit in the 
present study is the particular group of teachers. 
Whereas hypothetic-deductive studies (correlation studies, experiments and 
surveys) deal essentially with the manipulation of and relationships between or 
among variables, case studies are primarily concerned with the observation, 
description and interpretation of the unit, and they can provide rich information about 
this and the envirorunental aspects pertaining to the particular case under 
investigation (Cohen and Manion, 1994; Hitchcock and Hughes, 1989; Johnson, 
I 
1992). As a distinctive form of empirical enquiry, the case study "is preferred in 
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examining contemporary events, but when the relevant behaviours cannot be 
manipulated" (Yin, 1994: 8). 
5.5. Methods and techniques of data collection 
The discussion of the merits of quantitative and qualitative approaches and methods 
of research has been one of the most long-standing debates in the human sciences. 
The debate has involved many inter-related issues and concerns, two main strands of 
which have been identified by Bryman (1988) as the "technical" and the 
46epistemological" versions. There has been, however, a growing tendency to present 
both perspectives in a complementary light (Cohen and Manion, 1994; De 
Landsheere, 1990; Shulman, 1981; Van Lier, 1990; Walker, 1989, among others). 
Social scientists have turned their attention to combining both approaches, and 
determining at which points to adopt one or the other in order to make use of the 
most valuable features of each. Not only is the use of different research techniques 
likely to provide a research model that constitutes a stimulating aspect of educational 
research (Shulman, 1981), but it can also offer a basis of investigation where the 
whole becomes more important than the sum of the parts (Walker, 1989). 
In discussing the technical version of the quantity-quality debate, Bryinan (1988) 
suggests that the choice between quantitative and qualitative methods is primarily a 
matter of deciding which approach is best suited to the research questions and 
problems. In the present study the view was adopted, as suggested by Bryman (1988) 
and Goetz and LeCompte (1984), that the main criteria for the selection, development 
and implementation of a methodological approach must be made with regard to the 
problems and objectives of the study. In addition, the view was also taken that it is 
144 
I the questions of the investigation that should determine the methodological 
decisions, not the reverse (Yarger and Smith, 1990). 
As a research strategy the case study "comprises an all-encompassing method - 
with the logic of design incorporating specific approaches to data collection and data 
analysis" (Yin, 1994: 13). In this sense, the case study is a comprehensive research 
strategy which is "based on a mix of quantitative and qualitative evidence" (Yin, 
1994: 14), derived from interviews, questionnaires, field notes, and audio and video 
recordings. 
5.5.1. Field notes and audio and video recordings 
Extensive, detailed field notes were kept from on-going direct observation of the 
sessions of the Research Methods unit as a non-participant observer (Cohen and 
Manion, 1994). Copies of the materials (handouts) used in the course unit on 
methodology of research and of the materials produced by the students (practical 
research tasks) were collected and kept with field notes. 
A "multiple approacW' (Sevigny, 1981) was adopted to serve the purpose of 
collecting both qualitative and quantitative evidence, and to follow a "holistic 
principle" (van Lier, 1990) of observation as attempts were made to combine the etic 
and the emic perspectives of investigation. 
The role of a "complete observer" (Sevigny, 1981) was first adopted. Given, 
however, the long-term nature of the research project, I gradually moved towards a 
position more like that of "observer-as-participant" (Sevigny, 1981) in the attempt to 
gain an inside perspective of the course. 
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Audio recordings were kept of the course sessions. Some video recordings have 
also been kept of the sessions where the teachers talked to their colleagues in the 
following cohort about their research projects and the main problems and difficulties 
they faced in terms of access to information, data collection, etc., and how they 
managed to overcome such difficulties. All this information was used as additional 
sources of evidence for the purposes of the present study. 
5.5. Z Interviews 
Interviewing is one of the techniques most frequently used in qualitative research. 
Three rounds of interviews were conducted with the purposive sample of teachers 
described earlier. 
The interviews (appendix 1) were semi-structured (Denzin, 1976; Hitchcock and 
Hughes, 1989; Poney and Watts, 1987; Seidman, 1991) and were intended to 
explore, in depth, aspects of the teachers' experience as learners and initiators of 
research, namely the development of their knowledge and skills of research, their 
perceptions of the contributions of such an experience to their professional 
development, the teachers' conceptions of teacher-research, and their self-image as 
reflective, enquiring practitioners. As Seidman (1991) asserts: 
The purpose of in-depth interviewing is not to get answers to questions, not 
to test hypotheses [ ... ] At the root of in-depth interviewing is an interest in 
understanding the experience of other people and the meaning they make of 
that experience. (p. 3) 
Semi-structured interviews entail an assembled schedule, yet they are flexible 
enough to allow respondents to express themselves at length, and to allow for more 
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extensive follow-up of responses and the inclusion of probing questions 
(McDonough and McDonough, 1997; Wragg, 1984). 
The interview schedules underwent several revisions before being administered, 
mainly as a result of (a) consultation with a panel of lecturers experienced in research 
and (b) the outcomes of six pilot interviews conducted with teachers of a previous 
intake to the same course. 
Depending on the informant, the interviews lasted from 45 to 60 minutes. It was 
hoped that these more detailed portraits would yield more "thick descriptions" 
(Geertz, 1973) of individual experiences of the process of the group's professional 
development as teacher-researchers, and that they would serve to inform the 
development of the other research instruments, namely the questionnaires 
administered to the whole group. 
5.5.3. Questionnaires 
Three questionnaires were administered to the whole group of teachers (appendix 2). 
The first questionnaire was administered at the very beginning of the course. It 
consisted of a set of open-ended questions designed to collect information about the 
professional profile of the group (professional motivations and main concerns, self- 
image as teachers, expectations from the course). It also aimed to assess the role of 
research in the teachers' past professional life. 
Questionnaires 2 and 3 were designed to some extent to build upon the 
information gathered from the interviews and the field notes and tape recordings kept 
from the on-going direct observation of the Research Methods unit sessions. These 
included a number of structured and open-ended questions, the latter designed to 
147 
elicit information about aspects which required the respondents to express 
themselves freely. Kerlinger (1969) deftes open-answer questions as those which 
supply a frame of references for respondents answers, but put a minimum of restraint 
on the answers and their expression. Respondents are thus free to give any answers 
that they feel to be appropriate. 
The second questionnaire was administered after the teachers had completed the 
Research Methods unit. This was intended to collect information about the 
participants' experience as users and learners of research in the reading and 
tuition/instruction modes in the first year of the course. It consisted of two parts. Part 
I comprised a number of structured items designed to addressed a number of aspects 
related to the respondents' experience as readers of research: amount and sources of 
I reading (items 1.1 and 1.2), most important purposes for reading research and 
perceived relevance of the research literature to the reading purposes (items 1.3,1.4, 
1.5 and 1.6), the teachers' main focus as readers of research (item 1.7), main 
difficulties in reading and understanding research and main coping strategies (items 
1.8,1.9,1.10 and 1.11), and the teachers' perceived effects of reading research on 
their development as classroom practitioners (item 1.12). 
Part 11 was concerned with the teachers' experience as learners of research through 
direct tuition/instruction. The teachers' perceived gains in terms of learning about 
research, their main difficulties in undertaking the practical research tasks assigned, 
the most beneficial kinds of support for any reported difficulties faced as learners of 
research, and the participants' perceived relevance and applicability of learning about 
research to their own classroom practice were addressed in check-list items 2.1,2.4, 
2.5,2.6, and 2.13 respectively, and further explored in open questions 2.7 and 2.14. 
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In the scaled questions formulated in items 2.2 and 2.3 the group were asked about 
their perceptions of the benefits of the different sources of learning about research, 
and the different learning tasks. The teachers' perceived needs in terms of both self- 
confidence to conduct classroom research of their own and improvement of their 
knowledge and skills of research were addressed in items 2.8,2.9,2.10.2.11, and 
2.12. 
The third questionnaire was completed at the end of the course, after the teachers 
had submitted their dissertations. This aimed to elicit information about the teachers' 
experience of initiating and carrying out their own research (the dissertation or 
immersion mode). Items 1,2, and 3 required the respondents to indicate their choices 
of topics of investigations and how the decisions of topics for research were made, 
and the techniques used to collect empirical data for the purposes of their 
dissertations. Items 4 and 5 (a scaled question and a check-list question respectively) 
required the informants to provide information about the reading materials used for 
the purpose of the dissertation and the aspects of the research papers/reports read by 
the teachers that deserved their main interest. These items were similar to items 1.1. 
and 1.7 in questionnaire 2 (see above) in order to allow for a comparison to be made 
between the amount of reading done by the teachers during the periods of instruction 
and immersion in research, and to determine possible changes in the teachers' main 
focus as readers of research papers/reports at both stages of involvement in research. 
The main difficulties faced by the teachers with the different tasks involved in the 
process of undertaking research, and the main strategies adopted to cope with such 
difficulties were addressed in the structured questions formulated in items 6 and 7, 
and in the free answer question in item 8. The participants' perceptions of the most 
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helpful forms of support with the dissertation were elicited in items 10 and 11 
(checklist questions). In item 12 (open question) the respondents were asked to 
indicate the kinds of support that they might have lacked and wished they had been 
given with their research studies. The contribution of immersion in research to the 
development of the teachers' abilities as researchers and their professional 
development were addressed in items 13,14,15 (a), 15 (b), and 16, where the 
respondents were required to write freely about their critical view of the research 
projects, and the main gains derived from conducting a research study in terms of 
both knowledge about research and implications to their future professional practice. 
Items 17 and 18 are in the form of Likert type scaled questions, and included a 
number of statements concerned with a number of aspects involved in the process of 
conducting the research studies (formulation of research questions, research design, 
methodological decisions, writing up), and applicability of findings to real context of 
practice. 
Two final open questions were included in the questionnaires in order to allow the 
respondents to provide any additional comments and information that they might find 
relevant about their experience of involvement in research on the course. 
Questionnaires 1 and 2 were completed by the whole group (n--22). However, 21 
participants completed the third questionnaire. This was due to the fact that one of 
the teachers was absent on the day the questionnaire was administered. 
Another questionnaire (questionnaire 4-appendix 2) was developed and sent to all 
the teachers one year after return to work. This was carried out with written approval 
by the Research Promotion and Coordination Committee, Economic Planning Unit of 
Malaysia, and it was intended to survey the group on the impact of this particular 
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type of experience of involvement in research on their professional life. A follow-up 
letter was also sent but no completed questionnaires were returned. This was an 
unsuccessful attempt, which corroborates Gilpirfs claim that "[flollow-up studies are 
notoriously difficult to implement where the students come from far-flung 
geographical backgrounds" (in press). 
5.5.4. Additional sources of information 
Official documents (course syllabuses, regulations, students' handbook) were used as 
sources of infonnation about the context of the case study. 
The initial intention to use the diaries kept by the course participants as another 
source of data was abandoned for two main reasons. First, the diary entries kept by 
the group were to serve the purposes of a diary study as part of the assessment of the 
course unit on Research Methods. Thus the revised versions of the diaries were not 
used as data since there was an element of risk that these versions might be biased to 
the extent that they were to be read by the tutor. Secondly, it was not possible to use 
the private versions as a source of data given the participants' reluctance to provide 
me with access to such information. Only two teachers, who happened to be part of 
the interview sample, volunteered to provide copies of the private versions of their 
diaries. These two diaries were used as additional sources of infonnation. 
5.6. Pilot study 
The conduct of a pilot study is a final preparation for data collection since it 
helps investigators to refine their data collection plans with respect to both 
the content of the data and the procedures to be followed. [... It is used] 
formatively, assisting an investigator to develop relevant lines of questions - 
possibly even providing some conceptual clarification for the research 
design as well. (Yin, 1994: 74) 
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For the purpose of this study a one-year pilot study was conducted with a previous 
cohort (a similar group of teachers attending the B. Ed. (Hons. ) specialist degree in 
TEFL). This involved keeping detailed fieldnotes as a "non-participant observer" 
(Cohen and Manion, 1994) of the Research Methods unit sessions. In-depth semi- 
structured interviews (Powney and Watts, 1987; Seidman, 1991) were conducted 
with six of the course participants, which were aimed at collecting detailed 
information about the teachers' experience as learners and initiators of research in the 
context of the in-service course. 
The analysis of the data gathered via direct observation of the Research Methods 
unit sessions and the interviews informed the development of two questionnaires 
which were pilot tested with the whole group of teachers in this previous cohort. 
The pilot study provided the opportunity to familiarise myself with the course, to 
practise and pilot fieldwork techniques, to develop and test the research instruments, 
and to practice and test analytical procedures. It also revealed guidelines on the 
research design and the eventual analytic themes of the research account, and it was a 
way of honing the research instruments for their particular tasks. For example, a 
number of gaps in the logical sequence of questions, and the incomprehensibility to 
the respondents of the wording used in certain questions were revealed in the 
interview schedules tried out on the pilot sample. The application of the 
questionnaires to the pilot group allowed for the evaluation of the instructions, the 
questions and the response systems, and for testing the coding and analytical 
procedures to be performed on the actual study. At this stage an estimate of the 
completion time was also obtained. Some questionnaires were administered 
personally and the respondents questioned about item formulation and wording. A 
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number of alterations resulting from the pilot test were incorporated in the final 
versions of the questionnaires. The refmement of the questionnaires included 
rephrasing some items in order to avoid ambiguity and problems of semantic 
interpretation, and reformulating a few items. For example, items 1.3 and 1.7 of 
questionnaire 2, which were initially designed as rank questions, were changed into 
multiple-choice questions as this appeared to be easier for the respondents to answer 
and less restrictive of their responses. The pilot study also revealed that, given the 
length of questionnaire 2, a reduction in the number of open questions might 
encourage the respondents' answers. Thus item 1.6, for example, initially formulated 
as a free answer question, was reformulated and presented as a scaled item. 
5.7. Stages of data collection 
Data collection developed at two main stages. At the first stage official documents 
(course syllabuses, regulations, students' handbooks) were collected and examined in 
order to identify and describe the context of the case study. 
'Me second stage was the dynamic phase of fieldwork, during which data were 
collected to address the questions under investigation. At this stage, data collection 
took place at four main strategic points in time during the two years of the course, as 
represented in Table 5.4 below. 
The stages of data collection were established upon two main criteria: 
(a) the objectives of the study and the nature of the questions under investigation; 
(b) the structure of the course which dictated the stages and modes of the teachers' 
involvement in research: a period of direct tuition/instruction in research methods 
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(first year of the course), followed by a period of immersion in research (second year 
of the course). 
Tahle 5.4-Data collection procedures (phases and techniques of'research) 
PHASES OF DATA COLLECjjý RESEARCH TECHNIQUES 
1. Entrance to the course questionnaire I 
first round of interviews 
2. Period of'direct tuition in Research on-going observation of lectures and course 
Methods (first-year ofthe course) sessions on research methods (field notes, 
audio and video recordings) 
3. End of exposure to tbrinal tuition second round of interviews 
in Research Methods (end of first questionnaire 2 
year of the course) 
4. End of dissertation third round of interviews 
(end of second year of the course) questionnaire 3 
5.8. Data treatment and analysis 
5.8.1. Treatment of data 
The detailed field notes from the on-going observations of the Research Methods 
course sessions, seminars and group discussions were kept permanent and organised 
by date, location, and context of the observations. The material was sorted, 
categorised, and coded for the purpose of analysis and interpretation. This process 
revealed certain themes, patterns, and categories of events and activities related to the 
focus of the research, which were interpreted in view of the questions under 
investigation, and used as a cross-check of the data gathered via the other tecliniqLies 
of data collection. 
The interviews were tape-recorded and transcribed verbatim for the purposes of 
data collation and analysis of a qualitative kind. Hitchcock and Hughes (1989) have 
described qualitative analysis as: 
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an attempt to organize, account for, and provide explanations of data so that 
some kind of sense may be made of it. The researcher moves from a 
description of what is the case to an explanation of why that is the case (p. 
73). 
In the present study this process of analysis developed at both "informal" and 
"forinal" levels (Hitchcock and Hughes, 1989: 74), i. e. during and after the fieldwork. 
This approach provided opportunities for including probing questions at subsequent 
stages of data collection, and for making necessary adjustments with regard to the 
kind of data collected. 
Since there were a small number of interviews, no attempt was made to treat the 
responses quantitatively. Instead, qualitative treatment and examination of the 
interview data followed the analytical procedures of the "constant comparative 
method" of data analysis (Glaser and Strauss, 1967; Lincoln and Guba, 1985) 
described above. First, the responses were examined with a view to extracting 
recurring themes, comments, and impressions. At a second level of analysis, attention 
was paid to individual opinions, comments, and impressions likely to reflect 
important aspects of the teachers' individual experiences of involvement in research. 
The selection of the relevant issues and themes emerging from the interview data was 
made following the requirements proposed by Guba (1978) that data should: 
(i) tend to explain existing issues; 
(ii) exemplify the focus of the category; 
(iii) extend the issues in any category; 
(iv) identify or bring to the surface new issues within a category; 
(v) relate or bridge several issues within a category; 
(vi) reinforce or reflect existing issues within a category. 
However, I decided to include a new item to the proposed list: data that might 
oppose or counterbalance existing issues in order to accommodate those cases where 
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similarly important amounts of different occurrences would inhibit the formulation of 
plausible hypotheses or hinder the drawing of acceptable conclusions. 
The software package NficroConcord - Overlay Version 1.0 (Scoft and Johns, 
1993) was used to perform a word search analysis on the interview data. All the 
interview transcripts were scrutinised in order to find all occurrences of selected 
words in context. This procedure was undertaken in order to ensure that recurring 
terms in the interview data were not overlooked. 
The information obtained from the questionnaires was treated in two main ways 
depending on the nature of the data and the structure of the questions. Responses to 
closed questions were presented in straightforwardly numerical form, and in some 
cases the Chi-square test (a non-parametrical statistic) was performed in view of the 
number of subjects involved, the type of data under analysis, and the questions under 
investigation. Quantitative analysis of the data was undertaken using the SPSS for 
Windows -Release 6.1 (24 June 1994), Standard Version. 
Data from the free response items were treated in two main ways. In the first 
instance, a qualitative type of analysis was performed on the data: units of meaning 
were identified and the responses categorised accordingly. The responses were then 
tallied according to total responses in each category, which provided a frequency 
count of responses for the purposes of analysis and presentation. 
5.8. Z Methodology of analysis 
As stated earlier, two main areas constitute the general focus of this study: the 
process of involvement in research, and the outcomes of involvement in research. 
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The methodological approach to data analysis is represented schematically in Figure 
5.3 below: 
(a) process of the teachers' involvement in research 
grounded theory approach - taxonomy development (on-going) 
(official records, field notes, questionnaire 1, and interview data) 
development of other research development of a framework 
instruments (questionnaires) of analysis 
final analysis (cross-e orfffýdifferent sources of data) 
(b) outcomes of the teachers' involvement in research 
inductive method of data analysis 
Figure 5.3 - Methodological approach to data analysis 
(a) the process of the teachers' involvement in research 
In order to address this area and its underlying dimensions (Figure 5.3 above), two 
main analytical approaches were adopted. At the first level of analysis, official 
documents (course syllabuses, regulations, students handbooks), field notes, 
questionnaires and interview data were analysed as the entire process of data 
collection progressed, following the "basic taxonomy development" approach 
proposed by Henwood and Pidgeon (1995) as an elaboration of the "grounded 
theory" method (Glaser and Strauss, 1967). Subsequent analysis of the data after the 
field work was completed, followed a more deductive approach involving cross- 
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examination of the qualitative and quantitative data collected via the different 
instruments of research used for the purposes of this study. 
The "grounded-theory" method (Glaser and Strauss, 1967), is a suitable approach 
for use with unstructured data gathered via documentary evidence, fieldwork 
observations or interview transcripts of participants' accounts. According to Glaser 
and Strauss (1967), the goal of grounded theory is to build comprehensive theoretical 
systems from purposively sampled sets of relevant cases. For this purpose, 
researchers should engage in close inspection of qualitative material in order to both 
generate emergent theory and extend this through ftirther theoretically driven 
sampling. Grounded theory has been used by researchers within the qualitative 
paradigm either as a means of ensuring the "goodness" of a particular piece of 
research, or as a method involving specific strategies formulated for handling and 
making sense of initially ill-structured qualitative data (Henwood and Pidgeon, 
1995: 116). More recent elaborations of the grounded theory approach have been 
developed (e. g. Turner, 1981; Rennie, Phillips and Quartaro, 1988; Strauss and 
Corbin, 1990,1994), aimed to discipline and legitimatise the scientific practice of the 
method through a number of specific qualitative data handling procedures including: 
(a) the generation of low level categories to describe relevant features of the data 
corpus; (b) the creation of definitions of, and linkages between, categories at different 
levels of abstraction; (c) the establishment of constant comparisons between cases, 
instances, and categories; and (d) the theoretical sampling of new cases where new 
data is likely to extend emergent theory (Henwood and Pidgeon, 1995: 116). 
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Henwood and Pidgeon (1995) make three suggestions about a variety of research 
activities that can be achieved through using grounded theory, and which do not 
require the building of a "total" theory, as follows: 
(a) basic taxonomy development, i. e. the development of a taxonomy of relevant 
features of a data corpus, which constitutes the first achievement of the processes of 
coding and defming aspects of the qualitative material, and that can be set as a 
project in its own right; 
(b) focussed conceptual development, i. e. focussing upon and fully exploring the 
properties of a limited set of categories that are typically selected in view of their 
relevance to the research problem; and 
(c) cycles of interpretation, i. e. the development of theoretical scope through 
further cycles of data collection. This procedure is usually adopted when researchers 
perceive the existence of limitations to their theorising caused by initially available 
data, or when further interpretation of categories and themes is required. 
At the first level of analysis, the procedures of "basic taxonomy development" 
suggested by Henwood and Pidgeon (1995) were adopted. Textual information was 
analysed following the "constant comparative method" of data analysis (Glaser and 
Strauss, 1967; Lincoln and Guba, 1985). This involved a number of steps as follows: 
(a) "unitizing" the data (Lincoln and Guba, 1985), that is identifying units of meaning 
in the data by carefully reading through transcripts, field notes and documents; (b) 
inductive category coding and comparison of units of meaning across categories; (c) 
refinement of categories through changing and merging initial categories, and 
generating new categories; (d) exploration of relationships and patterns across 
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categories through close examination of the propositional statements emerging from 
I 
the analysis. 
These analytical procedures served two main purposes: firstly, it informed the 
development of different instruments of research, namely the questionnaires 
administered to the whole group, and suggested new points to be raised in subsequent 
interviews. Secondly, it provided the opportimity to develop a framework of analysis 
(described in Chapter 6) to be used at the later more deductive stage of analysis. 
(b) the outcomes of the teachers' involvement in research 
In order to address the dimensions concerned with the outcomes of the teachers' 
involvement in research (as in Figure 5.1 above), an inductive approach was adopted 
to the analysis of the data. Given the specificity of the context and the singularity of 
the participants' experiences and how such individual experiences might shape the 
ways in which the participants came to conceive of teacher-research, and to perceive 
the contributions of involvement in research to their own professional development, 
no pre-specified categories guided the data collection. The themes and issues 
emerging from the qualitative data developed as grounded categories through the data 
analysis (Strauss, 1987). 
5.9. Validity and reliability 
The issue of validity is of critical importance for enquiry within any research 
paradigm. The validity of a piece of research is usually approached in terms of 
external validity, i. e. the extent to which the results are applicable or generalisable to 
other situations, and internal validity, i. e. the extent to which the results represent a 
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genuine product (Cohen and Manion, 1994). Traditionally validity has been 
addressed in terms of measurement, a valid measure being the one that measures 
what it purports to measure (Reason and Rowan, 1981), and in terms of 
experimentation, the question being the extent to which experimental treatments 
make a difference in the specific experimental instances, and to what populations or 
settings can the demonstrable effects be generalised (Campbell and Stanley, 1966). 
The notions of knowledge, truth and reality are crucial to the discussion of 
validity. From the perspective of the traditional positivist paradigm of research, the 
notion of validity is essentially about "method" rather than about "people" (Reason 
and Rowan, 1981: 240). As an alternative approach to the positivist tradition of 
research, the "new paradigm" research (Reason and Rowan, 1981) has moved away 
from the belief that there is only "one truth", and from the subject-object split. Social 
enquiry has become to be seen as particularly a human process, and validity a matter 
of interactive, dialectical logic, concerned both with the knower and with what is to 
be known. In contrast to the "homogenistic" epistemology of traditional research 
based on the belief in the existence of "one trutW' and of objective knowledge as 
independent of the perceiver (Maruyama, 1981), the "heterogenistic" epistemology 
celebrates cross-subjective analysis as an enlightening process leading to an increase 
of understanding (Maruyama, 1981). Increment of knowledge may result from 
multiple versions of the world (Bateson, 1979), that is from different "perspectives" 
which, as Schwarz and Ogilvy (1980) argue, represent neither "personal view[s] from 
some distance" nor do they suggest "the universality of objectivity [or] the personal 
bias of subjectivity" (p. 53), but rather a dialectical vision of reality as "a process, 
always emerging fluough a self-contradictory development, always becoming [] 
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both wholly independent of [the individual] and wholly dependent on [the 
individual]" (Reason and Rowan, 1981: 241). 
Validity is thus concerned both with the knower and with what is to be known, 
and valid knowledge a matter of relationship. Claims of "new paradigm7' research to 
being a valid process rest essentially upon the vision of research as the encounter 
with experiential knowledge, in other words, the personal encounter with experience 
and with persons, and the collaborative encounter among one's own experience, 
other's experience, and the outside world (Heron, 1981). The legitimacy of 
qualitative research in general, and case study research in particular, rests upon three 
main domains: semantic validity, hermeneutic validity, and methodological validity. 
In the domain of semantic validity, the nature of data is related to their internal 
validity, that is the extent to which data is representative of the issues under 
investigation. Given that the basic criteria for validity depends on the most 
immediate meanings of the subjects (Erickson, 1986), attention has to be paid to the 
context in which the study develops. The issue of description is thus vital: 
discrimination of the context of analysis, discrimination of the process of data 
gathering and analysis, and discrimination of what the phenomena are or might be. A 
dialectical view of truth must not lose sight of the fact that there are always emerging 
possibilities to be included (Heron, 1977; Reason and Rowan, 19 8 1). 
The traditional vision of the researcher's role as value-free and neutral to the 
object of enquiry has been defied by hermeneutics, which has shown that method in 
itself does not lead to knowledge, and that social research is a particularly human 
process (Kockelmans, 1975; Gadamer, 1975; Erickson, 1986) based on the dialectical 
relationship between what the researcher already knows prior to the analysis, and 
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what he gets to know after the analysis. In this respect, validity is about 
understanding and interpretation of phenomena. The criteria for the validity of an 
, interpretation are: "rightness", i. e. that 
it is right for a group of people who share a 
similar world, fruitfulness and meaningfulness (Rowan and Reason, 198 1). 
Data triangulation is one of the factors that contributes decisively, to the validity 
and reliability of an empirical study. It is particularly appropriate in case studies. As 
Adelman, Jenkins and Kernmis (1984) state: 
triangulation [sic] [ ... ] is at the heart of the intention of the case study 
worker to respond to the multiplicity of perspectives present in a social 
situation. All accounts are considered in part to be expressive of the social 
position of each informant. Case study needs to represent, and represent 
fairly, these differing and sometimes conflicting viewpoints. (p. 98) 
In the present case, the triangulation technique was implemented via the use of 
multiple sources of evidence and the collection of qualitative and quantitative data. 
This technique was described by Denzin (1970) as "between methods" triangulation, 
which represents a way of overcoming the problem of "method-boundness", and a 
check on validity and authenticity (Cohen and Manion, 1994; Hitchcock and Hughes, 
1989). 'Mese procedures contributed to increasing the construct validity (Kidder and 
Judd, 1986) of the study. 
Although triangulation was adopted for purposes of overall validity, attention was 
also given to the need to ensure validity of each component. It was not possible to 
interview all the twenty-two teachers in the group without introducing in the data 
some element of bias produced by "measurements effects" (Cohen and Manion, 
1994). Immediately at the end of the academic year the teachers went to their 
countries for the sununer vacation to collect data for their own research projects, and 
the time available between the last Research Methods session and their departure was 
163 
too short to interview more than nine of them. Interviewing a number of teachers 
immediately after the end of the academic year, and postponing a large number of 
interviews for three or four months would have led to two different stances. This 
situation was avoided by the decision to select the purposive sample of teachers to be 
interviewed at the same points in time during the longitudinal study, in order to 
control for the validity of the interview data. 
As a check on validity, the transcriptions of the interviews were returned to the 
respondents for confirmation, refinement, or amendment. No changes were suggested 
by the participants in the interviews. 
Another way of validating the interview data was the use of subsequent rounds of 
interviews to focus upon certain themes and issues emerging from previous ones. 
The administration of questionnaires raises questions about the extent to which 
consistency and reliability may be affected by problems of semantic interpretation, as 
well as by factors related to the circumstances surrounding the administration of the 
questionnaires. Respondents' answers may be affected by their past and present 
experience, by the length of time given to completion of the questionnaire (and hence 
the care and attention given to the responses), and by the situation the respondent is 
in while answering the questions. Whereas these factors can never be entirely within 
the control of the researcher, every effort was made to minimise such effects as far as 
possible. 
In order to check for item construction and semantic interpretation early drafts of 
the questionnaires were discussed with a panel of lecturers and experienced 
researchers, as well as with a number of B. Ed. and M. Ed. students from different 
nationalities. Pilot testing was conducted as outlined above. The final versions were 
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arrived at in view of the results of the pilot study, the panels' comments and 
suggestions, and suggestions made by students not otherwise involved in the present 
study. 
Each questionnaire was completed in a single session and in the same room with 
'the time allowed for the informants to consider the questions and respond carefully 
and thoughtfully. The researcher was present when the questionnaires were 
administered. Nevertheless, although care was taken to ensure the consistency and 
reliability of the instruments of research, it cannot completely eliminate faults of 
I misinterpretation, and the affective and environmental factors surrounding the 
administration of the questionnaires. 
5.10. Ethical issues 
Consideration of ethical dimensions is important in order to uncover potential 
tensions and dilemmas generated by the research process. Two fundamental ethical 
principles were adopted for the purpose of this study, as suggested by Anderson 
(1990) and Erickson (1986), that all those involved as subjects of research should, as 
much as possible: (a) be informed about the aims and procedures of the study, the 
kind of participation expected from them, and made aware of any consequences from 
participation in the study; and (b) be protected against possible psychological and/or 
social damage caused by involvement as subjects of study. 
Following these principles, my access to the field started with the permission of 
both tutors and teachers involved in the study and the specification of the main 
purposes and general approach to my study. Ibis was followed by a process of 
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negotiation of the stages and means of data collection, and the establishment of three 
main principles of procedure (Anderson, 1990; Walker, 1985) as follows: 
1. Independence- no participant in the study would have privileged access to the 
data except to information provided by her/himself. 
2. Negotiation the participants would be entitled to ask for information about the 
study if they so wished, as well as discuss with the author of the study any points 
related to their own data. 
3. Confidentialily and anoMMi all data collected would be treated 
confidentially by the author of the study, and no individual would be identified 
beyond the group involved. 'Ibis required that every possible attempt was made to 
keep the identity of the respondents anonymous. For this purpose the name of the 
institution, and the names of the tutors and the teachers are omitted in the thesis. The 
evidence produced in the study is referenced with a code. Quotations from the open- 
ended items in the questionnaires are coded "Q" followed by the number of the 
questionnaire, followed by the code number of the respondent (e. g. Q2nstands for 
questionnaire 2, respondent number 7). Quotations ftom the interviews are coded "I" 
followed by the code number of the interview, followed by the code letter of the 
respondent, followed by the page number of the transcript (e. g. B/A/8 stands for third 
interview with respondent A, transcript page 8). Quotations from the diaries are 
coded "D", followed by the code number of the diarist, and the page number (e. g. 
DI/3). Similarly, data from the field notes of direct observation of the Research 
Methods sessions are coded "FN", followed by the number of the session, followed 
by the number of page. 
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Despite these assurances, a number of problematic issues need to be addressed in 
terms of methodology and my own role as a researcher. Some major tensions were 
generated by my own role in the research. The risk of changes in the normal 
behaviour of the participants under observation, known by anthropologists as 
"reactivity" (Allwright and Bailey, 1991), and coined by Labov (1972) as the 
"observer's paradox", was minimised by the level of familiarity acquired in result of 
my involvement with the group as an observer in the Research Methods unit sessions. 
As a matter of fact we all got so used to working together that a few weeks after the 
beginning of the course the participants would see me as one more element of the 
group, and my occasional absence would be more noticed than my usual presence in 
the course sessions. Continual contact with the participants allowed for a 
considerable level of familiarity to be reached with the participants, which in turn 
resulted in gaining of a better understanding of their perspectives and experiences on 
the course. The Research Methods tutor also had become used to my presence in the 
sessions through the pilot observations. 
However, this situation was problematic. Although this level of familiarity 
ensured a great deal of frankness on the part of the respondents, there was a risk of it 
being affected by the teachers' awareness of the degree of familiarity and friendship 
between the Research Methods tutor and me. This was probably one major reason 
why some teachers were unwilling to participate in the interviews perhaps for the fear 
of providing information that might be fed back into the system even if in a covert 
way, although they invoked course load and time constraints as main reasons for not 
wanting to take part in the interviews. Given the impossibility of interviewing the 
whole group I decided to select a purposive sample (Cohen and Manion, 1994) of 
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teachers who were as representative as possible of the whole group in terms of 
nationality, ethnic origin, teaching experience, and gender. However, this did not 
exclude the hypothesis that in certain instances the teachers might be telling me 
things they thought I wanted to hear, or withholding information they did not want 
fed back into the system. Or indeed providing me with information which they 
wished to put into the system, either for their own ends (distinction, credit for taking 
part) or as a forum for voicing their complaints. The inclusion of probing questions in 
the interview schedules, triangulation of the data collected systematically and the 
information obtained via informal discussions with the teachers were means of 
minimising such potential problems. 
Problems with data collection were also raised by issues of identifiability in 
connection with the questionnaires. This kind of problem had already arisen in the 
pilot study, where some respondents had felt uncomfortable with the idea of their 
information being easily identified. The decision to have the questionnaires 
completed anonymously was taken as a means of minimising this problem. 
Furthermore, it served as a cross-check on the interview data, thus confirming the 
frankness of the teachers' responses. 
It would have been interesting to obtain information about how the different tutors 
organised and incorporated a research dimension to their course units and tutorials 
for the dissertation. This would have provided a much more complete picture of the 
process of learning about research on the course. However, access to this information 
was difficult due to a number of institutional impositions. First, a new staff appraisal 
system was introduced at the time, which included peer observation. From an 
institutional point of view, it seemed thus advisable that ftirther interviews with 
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members of staff should not be carried out for the purpose of this study as this might 
encourage feelings of resentment among staff on the suspicion that their work was 
being investigated at a time that coincided with a staff appraisal period. Secondly, 
attempts to elicit this kind of infon-nation from the group of teachers also proved 
ethically inconvenient. As the pilot study revealed, asking the participants explicit 
questions about the work done in the different taught units raised in them feelings of 
embarrassment on the suspicion that their answers might provide for comparisons to 
be established between different modes of presentation and teaching styles on the 
course. 
In conducting this study I was assuming the role as a teacher-researcher 
investigating the involvement of other teachers with research. Although this 
perspective from the inside placed me in a vantage point to understand many of the 
difficulties, dilenunas, and feelings of reward and self-fulfilment experienced by 
those involved in this study, it also placed me in a risky position of "going native" 
(Gold, 1958). A great deal of effort was required to keep the necessary distance from 
the object of investigation, and to preserve the integrity of the study. 
Soon after the B. Ed. course ended the Research Methods tutor was appointed my 
adviser due to my former adviser's appointment to another British university. This 
situation was also problematic. Although my study is not intended as a course 
evaluation exercise, there is necessarily an implicit element of evaluation in it to the 
extent that it uncovers aspects related to the taught component of the course. This 
confronted me with a situation where my work might be affected by a more or less 
unconscious tendency to present positive comments on the course when my adviser 
felt that I was using my results to be critical of her teaching, or to come up with 
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findings which supported her particular ethos on teacher-research. Self awareness and 
mutual respect and understanding were paramount to ensure veracity of the results. 
However, personally I felt that this living experience was a stimulating exercise and 
an opportunity to gain deeper insight into the problematic of teacher-research, and to 
develop a more informed perspective on a number of aspects involved in the process 
of doing educational research. 
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CHAPTER 6- RESEARCH TASKS AND ACTIVITIES, AND KNOWLEDGE 
OF RESEARCH: A FRAMEWORK OF ANALYSIS 
The framework of analysis described in this chapter was developed building on a 
number of sources: the theoretical and empirical literature on research methods and 
the teacher-as-researcher, the results of the pilot study undertaken for the purposes of 
the present case study, and the on-going analysis, following the "basic taxonomy 
development" methodology (Henwood and Pidgeon, 1995), of the qualitative data 
(course documents, field notes, interviews and open-ended items in questionnaires) 
gathered during the two-year period of field work. The framework was developed to 
include the three modes of involvement in research within the particular context of 
the case study: reading around taught units and for the dissertation, direct 
tuition/instruction in research methods and the dissertation. 
6.1. Levels of the process of research and underlying tasks and activities 
in reading and doing research 
By and large, the process of research has been described following two main 
perspectives. One is the perspective adopted in research methods books which, 
through placing the emphasis on the modus operandi of research, have tended to 
represent it as either a fixed, linear series of stages with a clear start and end or a 
circular process comprising much the same set of stages, in much the same order. 
Another perspective has been adopted by some authors who have tended to 
describe the research process in terms of its attributes. Bean (1987), for example, 
considers research as a creative process comprising of distinctive elements of craft 
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and art. In his view, writing, organisation (research proposal and dissertation), 
methodology and the use of references constitute the elements of the craft of 
research. The generation of a problem, the application of theories to the problems 
generated, the interpretation of results, and the implications of one's findings for 
future research constitute the art of research. 
Shipman (1972), in turn, proposes a tripartite model of research procedure 
comprising three conventional stages: the creative stage (alertness to the existence of 
I 
examinable problems, formulation of hypotheses that can be tested and replicated, 
and the deduction from the hypotheses); the technical stage (design of the 
investigation and collection of data); and the theoretical stage (analysis of data and 
drawing conclusions). 
Given their theoretical nature and level of abstraction, neither of these different 
representations appeared to provide a particularly useful framework of analysis for 
the purposes of the present study. In view of the aspects under investigation and the 
specificity of the context under scrutiny, a more practical, detailed framework was 
required that included the three modes of involvement in research on the course, and 
focussed on both the different stages of the research process and its underlying 
decisions, tasks and activities. In developing the framework of analysis described in 
this chapter, I have extended Bean's and Shipman's stages to five categories: 
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I will refer to these categories as "levels" of the research process. The term "level" 
is used here to indicate a category of decisions, tasks and activities that applies to the 
process of reading, conducting and reporting research within the particular academic 
context of instruction under scrutiny. 
As readers of research, teachers may choose to focus their particular attention on a 
munber of structural aspects such as the author's decisions about the focus of 
enquiry, methodological approach and structure of the research reports. References 
made by the researchers to the conditions of access to the field and material 
resources, and the extent to which such conditions (or the lack of them) may 
influence the study are main aspects of a strategic nature. At the technical level the 
teachers' attention may be on a number of aspects related to the development of 
research instruments, use of data analysis and data display techniques, style of 
presentation and use of references. At the interpretative level, the readers may be 
particularly interested in the processes of data analysis followed by the authors, as 
well as the discussion of relevant literature, research findings and issues of validity. 
At this level, the readers' background knowledge of the areas and topics of the 
studies is a relevant factor to the process of reading and understanding research. 
Finally, the author's relationships with institutional bodies and sponsors, research 
team, subjects of study and readers constitute important issues of an interactional 
nature of the research studies. Particularly important in this respect is the tendency of 
academic and professional researchers to write for the members of their own 
professional community, which may create a number of difficulties for classroom 
teachers in accessing current findings of educational research. 
The same five-level descriptor applies to the process of involvement in the 
practical research tasks (tuition mode) and the research-based dissertation 
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(immersion mode). At the structural level a number of decisions are to be made about 
the planning of the study. These include focussing the enquiry, selecting relevant 
literature and deciding on methodological approach, and structuring the research 
report. At the strategic level research tasks and activities involve a number of steps 
and actions related to teacher-researchers' access to information and material 
resources necessary to carry out the research projects. At the technical level a number 
of tasks and activities are related to instrumentation, use of data coding systems and 
data display techniques, use of references, etc. Although interpretative abilities are 
required at the stage of planning a research project, the label "interpretative" is used 
here in a restricted sense to indicate the particular skills and abilities required for the 
discussion of relevant literature, and the treatment and interpretation of data (data 
analysis, interpretation, discussion and implications of results). At the interpretative 
level consideration can also be given to evaluating the study (strengths and 
weaknesses) and accounting for methodological decisions, validity of results, etc. 
Finally, interactional activities are the ones concerned with the relationships between 
teacher-researchers and those directly or indirectly involved in the studies at both 
personal and institutional levels. 
The application of the five-level descriptor to the three modes of involvement in 
research can be represented in a double-entry matrix, as shown in Figure 6.1 below. 
The cells in the matrix depict the interactions of variables (tasks and activities) of 
the levels of the research process on the modes of involvement in research (reading, 
tuition and inunersion). 
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Figure 6 1- Relationship between the research taskslactivities and the modes of involvement in 
research on the B. Ed. (Hons) specialist programme in TEFL 
The cells created by the matrix will provide the framework used in Chapters 7,8, 
and 9 for the analysis of the processes undergone by the subjects as readers, learners 
(on the Research Methods unit) and while doing research for the purpose of the 
dissertations. 
There are at least three caveats about this framework. First, the five levels 
included in the framework are not parallel levels of abstraction. Nor should they be 
seen as representing absolute, independent steps of a linear process. For heuristic 
purposes they are described and discussed as though they were discrete classes of 
variables, although they encompass complex collections of variables. Inasmuch as 
research is a non-linear, messy process, considerable overlap exists between the five 
categories. In practice, teacher researchers may have to attend to several aspects at 
one time, and to make a number of simultaneous decisions at any stage of their 
research studies. Even at relatively early stages of the research process decisions have 
to be made about subsequent stages and how the different tasks are to be conducted 
and accomplished. Similarly, the experience of later stages may lead to a 
reinterpretation or revisiting of earlier stages. 
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Secondly, the five-level descriptor is not intended to represent an inviolable 
sequence of steps. It must be seen as being flexible enough to accommodate the 
possibility that certain stages may be left unattended to or relegated to a second plan 
depending on a number of circumstances: mode of involvement in research, the 
teachers' particular interests and purposes, the nature of the tasks in hand. In the 
reading mode, for example, the teachers' main concern may be with the discussion of 
the findings by the researchers, in which case particular attention will be drawn to 
aspects of an interpretative nature of the research reports. Similarly, when performing 
research tasks aimed at providing practice in designing research instruments and 
coding data, for example, the teachers' main focus of attention will be on aspects of a 
technical nature rather than on asPects at a different level. 
'Ibirdly, although for the purpose of analysis and discussion the three modes of 
involvement will be addressed separately, they are inter-connected. Reading, for 
example, is part of formal tuition and of the dissertation work. Similarly, 
involvement in practical tasks and mini-research projects on the Research Methods 
unit represents some form of immersion in research perhaps likely to have some 
effect on the studies conducted for the dissertations. In sum, non-linearity, flexibility, 
and interdependence are three main attributes of the framework. 
6.2. Knowledge of research: an extension of the framework 
Teacher-research does not happen in a vacuum. It is informed by and affects the 
knowledge base that teacher-researchers bring into the process of conducting 
investigation. As discussed in Chapter 3, this knowledge base consists at least of 
teachers' content and pedagogical content knowledge, and knowledge of research. 
Involvement in research is thus a developmental learning process. Learning 
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necessarily involves the acquisition and the use of knowledge. Like "learning", terms 
for and theories about "knowledge" are legion (Alexander, Schallert, and Hare, 
1991). 
A number of labels have been accorded to the term "knowledge" to distinguish 
different forms of knowledge representation, levels of awareness about knowledge, 
and kinds of information in knowledge. The nature of knowledge and the levels at 
which knowledge is likely to operate has been the object of much debate, at least 
since Aristotle's concept of technical knowledge and practical knowledge, which 
established a distinction between the type of knowledge which underpins and enables 
a course of action and the type of knowledge which is inherent in the action itself and 
cannot be separated from it. Oakeshott's (1962) and Ryle's (1949) discrimination 
between knowing that and knowing how echoes a similar distinction. Anderson 
(1983,1985), in turn, in describing the process of cognitive skill acquisition, 
proposes a different terminology to distinguish between declarative knowledge and 
procedural knowledge. Declarative knowledge is what we know about, that is static 
information maintained in long-term memory in terms of meaning instead of 
precisely replicated external events. Procedural knowledge is what we know how to 
do, that is dynamic information in memory, like for example our ability to understand 
and generate language, or our ability to apply our knowledge of rules to solve a 
problem. 
- Although such distinctions have been "articulated in several different ways, which 
are not epistemologically equivalent but represent different perspectives on a 
problem that has yet to be fully clarified" (Eraut, 1994: 15), it seems fair to consider 
that, in terms of its nature and representation, many of these categorisations capture a 
broad distinction between at least two types of knowledge: knowledge that consists 
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of descriptive information derived from written and oral sources, and which is 
amenable to verbal codification and operates above all at a theoretical level (knowing 
that; knowing about; conceptual, technical, declarative or propositional knowledge); 
and knowledge that derives from involvement in action, which is expressed in 
practice and learned through experience with practice, and which may exist in a tacit 
or an explicit manner (knowing how; practical or procedural knowledge). Whereas 
declarative knowledge may be acquired quickly, procedural or practical knowledge is 
acquired gradually and only with extensive opportunities for practice. 
Another way of knowing appears to operate at a different level in connection with 
Dewe3ýs notion of reflective thinking as "active, persistent, and careful consideration 
of any belief or supposed form of knowledge in the light of the grounds that support 
it and the fin-ther conclusions to which it tends" (1933: 9), and with Sch6n's (1983) 
paradigm of the reflective practitioner. At this level knowledge represents reflection 
on or about knowledge, and the procedures by which cognition and action are 
regulated. This type of knowledge requires the use of metacognitive skills to abstract 
from, compare, analyse, and evaluate alternative knowledge bases, and to organise 
and control one's thinking in order to generate relevant practical knowledge 
(Calderhead, 1988; Eraut, 1988). This entails not only knowing that and knowing 
how, but also knowing with and knowing why, through reasoning, critical thinking, 
and insight. This is the type of critical, explicit knowledge which I will refer to as 
"constructed knowledge". 
Peterson and Comeaux (1989) have used the distinction between declarative and 
procedural knowledge to discuss two types of representations teachers may have of 
the seven categories of knowledge proposed by Shulman (1987) as constituting the 
knowledge base for teaching (see Chapter 3). Teachers, for example, may know 
179 
about the existence of specific classroom management strategies (declarative 
knowledge about general pedagogical techniques), but not understand how to use 
them in a classroom (procedural knowledge). Moreover, teachers need to know when 
and why to use these classroom management strategies in their actual practice. This 
type of metacognitive, or conditional, knowledge about when and why to use certain 
kinds of knowledge is an important type of knowledge that differs from declarative 
and procedural knowledge (cf. Paris, Lipson and Wixson, 1983), and can be taken to 
constitute what has been described above as "constructed knowledge". 
At the risk of oversimplification a tripartite categorisation will be adopted, in the 
context of the present study, to describe the knowledge of research in terms of its 
nature (i. e. the sources of research knowledge and the levels at which it may operate): 
propositional knowledge, procedural knowledge, and constructed knowledge of 
research. 
In the previous section the different steps, skills and abilities involved in the 
process of reading and conducting research were grouped and described under five 
categories: structural, technical, interpretative, strategic, and interactional. These can 
be taken to constitute the content knowledge of research. The relationship between 
the nature and the content knowledge of research can be represented in a double- 
entry matrix as depicted in Figure 6.2 below. 
The cells in the figure show how the different types of knowledge of research can 
be acquired and developed for each area of content knowledge of research. 
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Figure 62-Nature and content ofknowledge about research 
To illustrate the connections between the different types of knowledge displayed 
in both axes of the matrix, let us consider, for example, the choice of research 
technique as an aspect belonging to the technical knowledge of research. Teacher- 
researchers may have learned that questionnaires are instruments of research 
particularly appropriate to survey a relatively large number of individuals. They may 
also be able to tell the difference between main types of questions that are commonly 
included in questionnaires. This forms part of their repertoire of propositional or 
factual knowledge of research. Building upon this propositional knowledge acquired 
about questionnaires, the teacher researchers' procedural knowledge of how to 
develop an instrument of research of this kind will improve either through 
appreciation of previous models produced in the literature or through personal 
involvement in the actual experience of planning and conducting research. The 
ability to consciously and critically appreciate their own and others' use of specific 
types and sequencing of questions in a particular research context, in other words to 
make a posteriori judgements about the research tools used in a research project 
constitutes part of their constructed knowledge of research. 
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The same can be said about, for example, the treatment of data, which requires, 
above all, the use of interpretative abilities. At the propositional level teacher 
researchers know (from reading research methods books or from being told) that 
searching for themes in interview data is one of the procedures followed by 
investigators as a step in analysing qualitative data. Procedural knowledge of how to 
analyse qualitative data and to identify patterns of response and themes can only be 
acquired from engagement in such tasks. At this level, the teacher-researchers may be 
able to explain in a more or less explicit way what guided them to make the 
necessary decisions about the themes emerging from the data under analysis. Critical 
judgements about the analysis conducted and reported in the literature or about 
his/her own work as a researcher will depend on the teacher researcher's insight or 
constructed knowledge of research. 
It is important to note that certain steps and tasks involved in the process of 
conducting investigation may require teacher-researchers to operate more at the 
constructed level than at any other level of knowledge. This appears to be the case, 
for example, with the stages of enquiry where more fundamental decisions have to be 
made about issues of reliability and intemal and extemal validity of research studies. 
In fimctioning at this level of knowledge teachers are able to read and judge research 
reports in a critical way, to critically appreciate the ways in which different 
researchers choose to address the same questions, and to establish connections and 
divergences between methodological approaches, outcomes and implications of 
different research studies. 
Constructed knowledge of research may presuppose the existence of propositional 
and procedural knowledge. However, no claims are made here that constructed 
knowledge only happens after the other two, although the results of the present case 
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study suggest that the teachers' constructed knowledge of research developed 
subsequently to the acquisition and development of their procedural knowledge of 
research. Ibis second matrix provides the analytical framework which will be used in 
Chapters 8 and 9 to analyse the knowledge of research acquired and developed by the 
group over time on the course. 
The framework described in this chapter is not intended to serve as a straitjacket 
to the analysis of the data. Instead, it will be used as a means of making relevant 
connections between themes, and of establishing relationships between variables in a 
systematic way. The use of the framework in different contexts of teachers' 
involvement in enquiry and in association with action research and less orthodox 
styles of research needs testing and confirmation, which falls beyond the scope of the 
present study. 
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CHAPTER 7- THE TEACHERS AS READERS OF RESEARCH 
The discontinuity between the outcomes of educational research and classroom 
practice has been one of the key issues in the ongoing discussion of the theory- 
practice divide. Another dominant theme has been teachers' lack of access to 
research findings to inform professional decisions. 
The group in this study appears to have been no exception. Their answers to 
questionnaire I and the first round of interviews suggested that direct use of current 
educational research was not part of their repertoire of strategies for addressing major 
concerns and problems in teaching. Their strategies appeared to have been of a more 
practical nature, based on their knowledge of action, either tacit or explicit. 
The same kind of response was elicited from the teachers as far as previous 
involvement in learning about and doing research was concerned. Although no 
claims were made for previous exposure to any kind of formal instruction in research 
methods, some teachers referred to their previous experience of carrying out an 
investigative project under a tutor's guidance as part of their initial training. Given, 
however, the teachers' difficulty in describing their previous experiences within the 
boundaries of research work, it appears that such project work did not have a 
significant impact on them as far as their personal knowledge and use of educational 
research is concemed. 
In this respect, the course provided the context for the participants to access 
relevant professional literature with a number of positive consequences. Despite their 
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general instrumental motivation to read research for academic purposes, it served as a 
source of learning about language teaching methodology and research methods, and 
contributed to developing the teachers' reflective abilities and their competencies as 
critical users of educational research. 
This chapter describes a number of aspects related to the teachers' involvement as 
readers of research: focus (amount and depth of reading), main purposes for reading 
research, main difficulties in reading and understanding research literature, and 
strategies most frequently adopted to cope with such difficulties. 
7.1. The teachers' focus as readers of research 
7.1.1. Amount and depth ofreading 
A number of changes took place in the teachers' focus as readers of research over 
time on the course. In quantitative terms, there was an increase in the amount of 
research literature accessed by the group as they became more actively involved in 
research for their dissertations. In qualitative terms, there was a shift in the teachers' 
attention to particular aspects of the research papers/reports they read. 
Two measurements were taken of the amount of readings done by the teachers at 
different times: after the Research Methods unit and after completion of the 
dissertations. This information was gathered from item 1.1 (questionnaire 2) and item 
4 (questionnaire 3), where the respondents were provided with a list of different types 
of reading materials, and asked to indicate, on a three-point scale (quite a lot/only a 
few/none) the amount of readings they had been doing. 
The Chi-square (X') test of independence, a non-parametric test used to compare 
two or more patterns of frequencies to see if they are different (independent or not) 
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from each other (Hinton, 1995), was performed on the frequency data obtained for 
the different categories of the scale at both occasions (Table 7.1). 
Table 7. ]-Comparison between the amount of readings during tuition and 
immersion in research 
Types of Reading Materials 
Frequencies 
Tuition (n=22) Immersion (n=2 1) 
Quite Only Quite Only 
a lot a few a lot a few x2 D. f. p 
*General literature on ELT and 
other areas of education 13 9 19 2 5.7622 3 . 
1238 
el, iterature reviews of research in 
I 'LT and other areas of education 12 10 15 6 2.4555 3 . 
4834 
*Books/articles on research 
methods 8 14 15 6 5.3084 3 . 1506 
*Research papers/reports in Ei-, r 
and other areas of education 6 16 17 4 12.4417 3 . 
0060 
Two main conclusions can be drawn from these results. During the period of 
fon-nal instruction in research methods the tendency was for the participants to read 
more general literature and literature reviews on ELT and other areas of education 
than actual accounts of research studies. There was a general increase in the amount 
of readings as the course progressed and the teachers became more actively involved 
in their dissertations. This was particularly significant in the case of research 
papers/reports (p = . 0060). A very weak relationship existed 
between the immersion 
mode and an increase in the amount of reading on literature on ELT and other areas 
of education (p= . 1238), and literature on research methods (p = . 1506). No 
significant difference was found in the use of literature reviews during both periods 
of time (p = . 4834). This can be partly explained by the continuing tuition mode in a 
range of TEFL and educational subjects. Most of the references included in the 
syllabuses of such taught units were of a theoretical or practical nature (Students' 
186 
Handbook, 1993-1995). This suggests that the work done in most taught units was 
based principally on these types of reading materials, and little use was made of first 
hand accounts of research studies in an explicit way. 
The increase in the amount of readings in general, and of research papers/reports 
in particular was revealed in the interviews conducted at the end of the second year 
after the dissertations had been submitted: 
I read quite widely in that particular area [the topic of the investigation], and 
basically to forraulate my research questions I looked at the sort of research 
questions risen in the literature on language planning [ ... ]. (13/D/1) 
I've read a lot on interaction, especially research done in classroom 
interaction, and then on methods of doing research , and then on group dynamics and on activities for language teaching and leaming. (13/G/4) 
in the first place I looked for books on research methods[ ... ]. And then, since 
my area of investigation was on Reading, I had to read books on Reading, 
which I've been reading quite a lot of them [ ... ], and books on second language acquisition and reading, and books on the use of graded readers, 
and also I've been looking at articles on research done by other researchers 
as well on the same topic as mine. (13/IV2) 
The need to read as a requirement of the process of carrying out their empirical 
studies was stressed by one of the teachers in a vehement way: 
Oh, I read, I read, believe me, I read. I read, and read, and read until my eyes 
became very bad. I had to go and have a pair of glasses made, you know? 
With the compliments of the NHS. (13/F/2) 
A similar repeated measurement technique was used to treat the data gathered 
from item 1.7 (questionnaire 2) and item 5 (questionnaire 3) about the teachers' main 
interests in the different aspects of the research papers/reports they read. The 
frequencies displayed in Table 7.2 indicate that as the teachers became progressively 
involved in their research studies they tended to pay closer attention to all the 
different aspects involved in the research studies they read. The results of the Chi- 
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square test performed on the total count of frequencies observed for each aspect of 
the research papers/reports at both times reveal that this tendency was particularly 
significant in two aspects: during involvement in the dissertation they were more 
interested in understanding the methodological approaches adopted to the studies (p 
= .0 184) and the concepts and theories 
formulated by the researchers (p = . 0278). A 
very weak relationship was found between the immersion mode and a growing 
interest on the part of the teachers in the findings of the studies (p = . 1306) and the 
ways used by the researchers to discuss their findings (p = . 1936). 
Table 7.2-The teachers' main interests in the research papers1reports read during 
tuition and immersion in research 





(n=21) jotals x2 D. f. p- 
Structural 
*The methodology adopted in the studies 4 14 18 5.5556 1 . 0184 Strategic 
4, The discussion of the problems faced 
by he researchers in conducting their 
studies 8 11 19 . 4737 1 . 4913 Technical 
The processes of analysis of the data 
used in the studies 8 11 19 . 4737 1 . 4913 Interpretative 
*The researchers' concepts and theories 7 18 25 4.8400 1 . 0278 
*The review of the literature related to 
the studies 13 13 26 . 0000 1 1.0000 
eThe way the researchers support their 
claims 11 15 26 . 6154 1 . 4328 
*The findings of the studies 10 18 28 2.2857 1 . 1306 
eThe discussion of the findings of the 
studies 11 18 29 1.6897 1 . 1936 
oThe applicability of the research 
findings to own classroom teaching 14 18 32 . 5000 1 . 4795 
eThe authors' interpretation of the 
results 9 11 20 . 2000 1 . 6547 
The methodological and theoretical frameworks of research constituted the main 
focus of the teachers' attention as they were faced with the demands of planning, 
carrying out and reporting their own studies following the theoretical model of the 
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dissertation. Consequently, less attention was paid at this stage to the practical 
implications of the research papers/reports, which suggests that the dissertation 
encouraged an interest in research rather than practice. 
These findings indicate that the amount of research literature accessed by the 
participants at different times on the course, and the changes in their focus of interest 
as readers of research depended, to a large extent, on their most immediate priorities 
and on the tasks in hand. 
7.1. Z Main purposesfor reading research 
The results reported above can be partly explained by the main purposes reported by 
the teachers for reading research while on the course. The selection was above all 
determined by the need to meet major academic requirements (to complete 
assignments and the dissertation). This emerged as a salient theme in the accounts 
provided at interview: 
There are some [books, articles, papers] that I've read but the one I 
remember at the moment is something to do with language learning, because 
of the assignments that we had to do on that subject [ ... ]. Apart from the 
articles given by the tutor there are two or three books that I've started 
reading because I have to do my assignment on diary studies, and we have to 
get the knowledge to write our own assignment. (I2/IV4-5) 
when I was doing the diary study I did a lot of reading on second language 
acquisition, on writing diaries, the methods being carried out to do research 
and all that. (I2/G/6) 
Allright and Bailey, that 9s the only book I have [ ... ], so sometimes I just don't get it right. Right now I'm planning my dissertation, so when I want to 
look at how to go about designing questionnaires I turn to the pages and 
read it again. (I2/E/2) 
in relation to research methods I've looked at Bailey and Oschner and I've 
found it quite revealing [ ... ], so sitting down to read them has given a 
reason, some kind of oh, this is why, this is the reason why we are doing it, 
this is how important it is. (12/D/4) 
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In addition to the instrumental motivation to read research in order to comply witli 
academic requirements there was another motivational factor related to the 
participants' intention to learn more about topics of their particular interest: 
I found the report that I read for Language Learning [a course unit] on age 
very interesting, because when I did my assignment I found it was a very 
interesting topic. So I read a few reports or a few studies done by a few 
people on age and I found that very interesting. (12/13/6) 
I'm quite interested in writing, so I've been doing readings oil writing, so 
I've read books on process writing [ ... ] and a 
few articles from journals [ ... ]. 
At the moment those are the things that are really interesting to me, because 
it is my dissertation topic. (12/C/6) 
In item 1.3 of questionnaire 2 the group were surveyed on their most important 
purposes to read research. 
Table 7.3-Main purposesjbr reading research papers1reports 
during thefirst. vear on the course (ný22) 
Main purposes for reading research N 
*To complete assignments 
ý22 
*To prepare for the dissertation is 
*To learn more about language teaching and learning 18 
*To find out more about areas of personal concern in teaching 16 
*To understand better the process of conducting classroom-based research 14 
9'ro learn more about general topics covered on the B. Ed. Course II 
The need to meet two major course assessment requirements was one of the main 
purposes reported for reading research: completing assignments, and preparing tile 
dissertation. Reading research papers/reports also constituted for the majority of tile 
teachers a source of learning about language teaching methodology, and a way of 
addressing areas of professional concern. The intention to learn about the process of 
conducting investigation was, for a large number of participants, another priority in 
terms of their reading of research. Half of the group also claimed to read research 
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papers/reports in order to learn more about topics of individual interest related mainly 
to different areas covered in the in-service programme. 
These results are corroborated by the teachers' claims for their most and least 
important purposes in reading research reports (items 1.4 and 1.5-questionnaire 2). 
As represented in Figure 7.1, completing assignments and learning more about 
topics related to individual interests were the two reasons more frequently indicated 
by the respondents as constituting respectively their most and least important reasons 














E] least imp. purpose 
E7 most imp. purpose 
a: to learn more about language teaching and learning 
b: to learn more about general topics covered on the B. Ed. course 
c: to find out more about areas of personal concern 
d: to understand better the process of doing classroom-based research 
e: to complete assignments 
f- to prepare for the dissertation 
Figure 7. ]-The leachers'niost and least important purposes. fbr reading research 
during luition in Research Methods 
These findings indicate that the teachers' main motivations for reading research oti 
the course were of two main types: an instrumental motivation to meet their most 
191 
a 
immediate goals and needs as students, that is, to fulfil assessment requirements. 
They also appeared to have a more intrinsic motivation, that is, a pedagogical 
intention to seek professional development through learning more about language 
teaching and teaming and about particular areas of professional concern. 
It is interesting to notice the coincidence between the teachers' reported maiii 
purposes in reading research papers/reports and the level of perceived relevance of 
such research studies to suit those same purposes (item 1.6-questionnaire 2), as 
shown in Table 7.4. 
Table 7.4-Perceived relevance of research literature to suit the reading purposes 








*To complete assignments 13 9 - - 
*To learn more about language teaching 
and learning 13 8 - - 21 
*To understand better the process of 
doing classroom-based research 8 12 - - 20 
*To prepare for the dissertation 8 11 - - 19 
*To find out more about areas of 
personal concern 7 10 3 - 20 
*To learn more about the different topics 
covered on the B. Ed. course 4 10 2 - 16 
It is not my intention to establish any causal relationship between the respondents' 
main purposes for reading research and the level of relevance accorded to the 
particular studies they read in view of the stated purposes. The figures displayed in 
Table 7.4 suggest that the general tendency of the group was to rate the relevance of 
the research literature accessed in view of their most immediate aims as readers of 
research. To this extent these results appear to provide some confirmation of the 
main motivations and objectives pursued by the teachers as readers of research on die 
course. 
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7.2. The teachers' main difficulties as readers of research 
A number of difficulties in reading and understanding research were reported by the 
sample of teachers selected for the interviews. These problems were principally 
related to difficulties in dealing with technical aspects. Making sense of statistical 
procedures and understanding technical language were two of the main obstacles 
faced by the teachers in reading and appreciating research papers/reports: 
sometimes a lot of technical terminology is used, and we are unaware of it, 
we don't really understand it, so that puts us off. (I2/C/6) 
the research already done is quite detailed and I didn't understand how to 
read the variables [ ... ]. But that is the biggest problem I think, to read 
research and not understand the way it was tabulated, I mean, the statistics 
and things like that. (I2/B/2) 
there is the statistics, the graphs I think, these I find very difficult to 
understand. Maybe I'm not interested in looking at the diagrams, I think. 
(I2/E/3) 
things like the statistics. I find them very confusing. Sometimes when they 
are describing, I also don't really get it, so I just look for the final results. 
[ ... ]I can't really concentrate on them, I'm very bad at mathematics. (I2/F/3) 
The style of presentation, and the use of jargon were other major problems faced 
by some of the teachers: 
The way the sentences are constructed, some of them are really complex, 
and the references, sometimes they refer to previous paragraphs where, you 
know, the paragraphs are so complex that you forget and you have to re-read 
them, and so that's the difficulty, to go back and to come back to where you 
are reading, you see, I find that difficult. (12/C/6) 
the material I've found most boring I sometimes look at it at the competence 
level, because I want to make sure that for instance certain words I 
encounter in books don't stop me from understanding what I want to. But 
some authors would fill their articles or so with lots of names, references, I 
find those things very boring and disturbing, I don't know, distracting. 
(12/D/4-5) 
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The difficulty in articulating and making the connections between the researchers' 
arguments and claims and the data presented and analysed in the studies was seen by 
one of the teachers as one main barrier to successful reading and understanding of the 
research reports: 
Most of the time I find it difficult when the researchers are trying to put their 
analyses forward. That I find quite difficult to understand, because they do a 
lot of references from one data to another, which I find quite difficult to 
follow. And I'd like there was someone to guide me, trying to interpret what 
is there. (I2/E/3) 
Lack of background knowledge in the area of the investigations was considered by 
another respondent as another major problem. As this teacher said: 
You have to read a lot. If you don't have any background knowledge you 
cannot start with any research. (12/17/1) 
However obvious it may sound, this is perhaps a relevant factor to bear in mind in 
the discussion of the means by which participants in teacher education courses may 
be encouraged to develop more favourable attitudes towards research, and to 
incorporate the findings of current research into their classroom practices. 
These individual accounts reflect the more general feelings shared among the 
group about the major difficulties as readers of research. This information was 
elicited in item 1.8 of questionnaire 2. Here the respondents were presented with a 
list of problematic aspects in reading and understanding research, and asked to 
indicate the degree of difficulty faced in dealing with each of those aspects. 
As shown in Table 7.5, the greatest difficulties experienced by the teachers were 
of a technical and interpretative nature. At the technical level, understanding the 
statistics and the technical language used in the studies were rated as very 
difficult/difficult tasks in reading research. At the interpretative level, lack of 
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background knowledge in the area of the investigations was another major barrier to 
the teachers' understanding of the research papers/reports they read. Other difficulties 
of an interpretative nature were referred to in fewer cases. Nine of the teachers, for 
example, claimed to have faced problems in understanding the theories formulated by 
the researchers, while 7 of the respondents expressed difficulties in understanding the 
researchers' arguments and analysis of the data. 
Table 7.5-Levels qf'difficulty in dealing with a number oj'aspects involved in the research 
papers1reporls 












*Following the style of presentation 5 17 - 
oUnderstanding the methodology adopted 
in the studies - 4 15 2 21 
Technical 
Wriderstanding the statistics used in the 
studies 9 11 2 - 22 
*Understanding technical language/jargon 2 13 7 - 
,, Language problems - 5 13 4 22 
Interpretative 
*Lack of background knowledge on the 
topic of the paper/article 3 13 6 - 
*Understanding the theories forniulated by 
the researchers 1 8 13 - 22 
*Understanding the author's argunients and 
analysis of data 1 6 14 1 22 
*Understanding the connections between 
the findings of the studies and my real 
teaching practice - 5 15 2 22 
It is interesting to notice the fact that for a large majority of the respondents 
(n=17) no special difficulties were felt in understanding the methodological options 
adopted in the research studies they read. Given that questionnaire 2 was 
administered at the end of the first year of the course, this may reflect the 
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improvement of the teachers' technical skills of research as a result of exposure to 
direct tuition in research methods or simply their exposure to reading and other 
taught units. 
No claims can be made here for a causal relationship between the learning that 
was taking place in the Research Methods unit and the participants' abilities as 
readers of research. However, these findings suggest that instruction in research may 
be one possible way to help teachers develop the ability to critically appreciate the 
methodological lines of enquiry followed by the researchers in articulation with the 
findings reported and discussed in the studies. In the same vein, no particular 
difficulties were felt by an equally large number (n--17) of participants in 
understanding the findings of the research studies in the light of their own teaching 
experience. This suggests that previous professional experience may have a positive 
effect on the teachers' competence as users of research. 
In this respect, however, an apparent contradiction exists between the number of 
teachers who claimed to have experienced difficulties due to lack of background 
knowledge on the topics of the studies (n--16) and the number of respondents for 
whom understanding the connections between the research findings and real teaching 
practice posed few or no difficulties (n= 17). No empirical evidence was found in the 
data to account for this contradiction. However, one possible explanation may be the 
fact that these latter claims were principally related to research studies conducted in 
topic areas of language teaching and learning. In this case the teachers' familiarity 
with the context of practice may have facilitated the task of establishing relevant 
connections between the findings reported in the studies and real practice. 
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Another contradiction is to be found between the number of claims made about 
the difficulties in understanding the statistics used in the research studies (n--20) and 
the much smaller number of responses concerned with difficulties in understanding 
the authors' arguments and analysis of data (n--7). It would be expected that 
problems of a technical nature might correlate positively with difficulties of an 
interpretative nature. In the absence of more conclusive empirical evidence, the ways 
chosen by the teachers to cope with the difficulties in reading research can provide a 
tentative explanation for this apparent contradiction. Given the teachers' tendency to 
skip the statistics in order to focus on other sections of the research reports, it can be 
suggested that their tendency was to build upon the descriptions and discussions of 
the research findings as they attempted to understand and interpret the authors' 
arguments and theories. This was indeed one of the strategies frequently adopted by 
the group to cope with difficulties in reading and understanding research. 
7.3. Main strategies adopted to cope with difficulties in reading research 
The teachers adopted a range of strategies to cope with the difficulties faced in 
reading and understanding research papers/reports. In some instances, they read other 
material on the same topic of the research studies. Checking words in dictionaries 
and looking up synonyms, for example, were other forms of help sought by the 
teachers to face their problems of reading and understanding research papers/reports: 
You have to read more and understand what other people did in that area of 
research, for example, their questions and their hypotheses. But there are 
other difficulties, you have to find books on it, find synonyms for example 
in dictionaries, and maybe to look for it in articles on that. (12/IV5) 
I think that if I had found and read a few related articles which were at a 
lower level, which explained the study done on the other article, that would 
have given me a greater insight. So when I read the more difficult one it 
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would have been very helpful, because I would have had some sort of 
background about it before I tackled the more difficult one. (12/B/6) 
The ones I have found difficult I've had to leave them aside first, and I'll try 
to find other authors doing the same research on that area. And after 
understanding that I come back to the ones that I can't understand, and then 
I'll get it. (12/1/5) 
Avoiding certain aspects of a technical nature such as statistical procedures, 
tabulations, graphs, etc., in order to concentrate on other aspects of the researcli 
reports was another strategy adopted by two respondents to cope with the difficulties 
posed by the statistical devices included in the studies: 
Not usually the articles, you know, the reports of research, you know, but 
the findings, because they come in the form of mathematical tabulations and 
I look at the tabulations and I don't know what they are calculating. I just 
skip them and I look at the results. (12/F/3) 
normally, if I don't need to look at the tables I skip them and look at the 
summary of the discussion, that's what I do, [ ... ] some of them are quite 
complex, the way they have been set out or framed, it's difficult. (12/C/6) 
In item 1.9 of questionnaire 2 the respondents were provided with a list of the 
main coping strategies (as emerging from the qualitative data) and were asked to 
indicate those more frequently adopted to overcome their problems as readers of 
research. 
Table 7.6-Strategies adopted inoreftequently to cope with the difficulties in reading and 
understanding research papers1reports (n =22) 
Strategies adopted more frequently to overcome reading difficulties N* 
*Using reference materials (dictionaries, etc. ) 20 
*Re-reading the research papers/reports 20 
*Avoiding aspects of a technical nature (statistics, tables) and focussing on the 
findings and the conclusions of the studies 18 
*Reading other materials on the topic of the studies in order to become familiar "ith 
the topics 18 
*Consulting vith peers 16 
*Consulting "ith tutors 5 
*multiple response (n=97) 
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The answers to this question (Table 7.6) confmn the information provided by the 
respondents at interview. While the majority of the participants claimed to have 
adopted more or less the same strategies (re-reading the research papers, using 
reference materials, skipping statistics, looking for other sources of information, and 
consulting with peers), only a small number of teachers appear to have seen the tutors 
as a source of help to overcome their reading difficulties. This was the case with one 
of the respondents whose words reflect the important role that tutors may play in 
helping school-based practitioners come to'terms with the methods and the language 
of university-based researchers: 
I found the articles on age a bit difficult, because they were geared to a 
higher audience, I mean, mostly to the Master students, and at the time I was 
seeing my tutor who was very helpful, because she had a lot of insights into 
the articles and she could help me, so that was OK. (12/B/6) 
These results are confirmed by the respondents' claims about the coping strategies 
most and least frequently used to face the difficulties in reading and understanding 
research (items 1.10 and 1.11 -questionnaire2). 
As represented graphically in Figure 7.2, re-reading the research papers/reports 
and using reference materials were the two most frequent strategies eliciting the 
greatest number of answers, whereas consultation with tutors was reported by the 




















Figure 7.2-The most and leaslftequenl strategies used by the teachers to cope with difficulties in 
reading and understanding research 
7.4. Reading research as a source of professional development 
One benefit derived by the group from being placed in a position of detachment from 
work was the opportunity to gain greater access to professional literature, as 
explained, for example, by one of the teachers interviewed: 
For one thing I have started to read a lot and I've got a lot of ideas now 
which, you know, you tend to lose after your initial training or whatever 
training you have, because you don't continue reading, whereas here you are 
forced to read so you sort of keep up to the times with all the different latest 
findings. (12/C/6) 
As the course progressed the participants developed a growing interest in reading 
research literature. This was determined, among other possible reasons, by the 
recognition of the need to catch tip with current developments in language teaching 
and teaming: 
It helped me to develop and grow in my professional capacity as a teacher, 
and raised my awareness of the need to be constantly in touch with 
developments in language learning so that my teaching is up-to-date with 
current developments. (Q3/14) 
I think actually it has sort of brought me to understand or want to approach 
mom-mearch findings, that sort of thing. (13/13/5) 
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o, 
This growing interest in research literature contributed positively to the 
professional development of the teachers. In this respect, two main aspects emerged 
as particularly relevant: the development of their competencies as users of 
professional literature, and the development of their reflective, enquiring abilities as 
practitioners. 
7.4.1. Development as users ofresearch literature 
The development of the teachers' competencies as readers of educational research 
was reflected in their claims for a perceived improvement in their critical and 
analytical abilities as readers: 
When I look at something now I look at it critically and analyse it before I 
really sort of accept it, whereas previously I accepted whatever I read or 
whatever was being said by someone, whereas now like me I don't, I try to 
argue. (12/C/6-7) 
So, as a teacher now I wouldn't rely so much on what other people tell me, 
or for example on what researchers have to tell me. [ ... ] now I've started to 
question even an established writer, while previously I would just accept, 
because I'm a nobody, so I wouldn't dare to question. (I2/E/6) 
It has helped me to be more aware of the current trends and more critical 
and analytical in accepting a particular concept and idea. (Q3/7) 
One of the reasons why teachers do not use research is that reading research is a 
difficult thing to do, and they are not exposed to reading it (Hargreaves, 1996). In the 
present case reading represented a relevant source of learning about research, to the 
extent that it served to develop the teachers' constructed knowledge as users of 
professional literature, that is, their abilities to critically read and interpret it. In this 
sense, it may have encouraged the teachers' use of research in the future. 
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7.4.2. Development as reflective, enquiring practitioners 
Reading was also valued by the teachers as a source of inspiration for reflection on 
past and future action, that is, as a means of questioning past teaching practices and 
to consider alternative ways of addressing professional problems in the future: 
now when I do something I will base my practice on what I read and I say 
am I doing the right thing? Is this right? How am I going to do it? Is there 
another way of doing it? I ask many questions now, and I think this is the 
thing that I have benefited most of. (I2/F/1) 
I think rve acquired a lot of theory now than I had when I first came here. 
So I think there's a lot of difference between me as a teacher a few months 
ago and me as a teacher now. I mean, from what the lecturers told us and 
from reading different books and articles rve got a lot more ideas now on 
how to teach the language than I had previously. (12/A/5) 
before coming here if I faced any problem I just coulddt be bothered. 
Because I didrft know how to solve the problem. Yes, we have to read up 
what other people have done to overcome their problems. (13/1/7) 
Implicit in the teachers' testimonials appears to be the realisation of the potential 
of professional and research literature as possible sources of ongoing professional 
development. 
Item 1.12 was included in questionnaire 2 in order to assess possible effects of 
reading research on the teachers' development as reflective, enquiring practitioners. 
The figures in Table 7.7 suggest that through reading research the participants were 
very often prompted to question their professional performance and to consider 
alternative ways of doing things in their classroom teaching, as claimed by 13 and 14 
respondents respectively. This process of questioning professional performance 
appears to have taken place more frequently at the practical level of the classroom 
than at the level of personal values and beliefs (as claimed by 7 respondents). The 
focus on practice is also revealed in the number of teachers (n--12) who claimed to 
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have been very often prompted by the research they read to question the applicability 
of the findings reported in the literature to their own classroom contexts, and the 
possibility of becoming researchers of their own practice. 
Table 7.7-Perceived ef )f the research literature on the teachers'developmem as reflective, ýýects 
0 
enquiring practitioners 







*The research papers/reports I have read have 
reassured me of my performance as a teacher. 6 16 
oThe research papers/reports I have read have 
made me question sorne aspects of my 
performance as a teacher. 13 9 22 
*The research papers/reports I have read have 
given me new ideas for my classroorn teaching. 14 8 - 
*The research papers/reports I have read have 
revealed to me new ways of facing some of the 
problems I have encountered in my teaching. 6 15 1 - 22 
*The research papers/reports I have read have 
made me question some of my values and beliet's 
as a teacher. 7 13 1 1 22 
eThe research papers/reports I have read have 
made me question the applicability of the 
researchers' findings to my real life teaching. 12 10 - - 
eThe research papers/reports I have read have 
made me question the possibility of doing 
research of my own in my real life teaching. 8 14 
This explains in part the fact that reading research appeared to have had more 
positive effects on the teachers in terms of providing them with practical ideas to be 
implemented in the future than in providing them with the theoretical frameworks on 
which to base their professional judgements and to address professional problems. 
These results also appear to contradict the suspicion that, given the teachers' 
position of detachment from work, they might have difficulties in articulating the 
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theories and findings of research with practice. The fact has to be considered that 
reading was a necessary activity around the B. Ed. course, to which "a great deal of 
experience of classrooms, learners and materials" was brought by the students 
(Student Handbook and Syllabuses, 1993-95). This was particularly the case with the 
Research Methods unit, where experiential leaming through involvement in practical 
research tasks built upon aspects of the teachers' professional interests and concerns. 
Through placing particular emphasis on practice, the Research Methods unit may 
have created a balance between theory (as derived ftom the literature) and practice 
(upon which learning about research was focussed). This helped the participants to 
approach research literature without losing sight of the practical aspects of their job. 
Furthermore, the research literature was also read in conjunction with other course 
units, especially language teaching methodology units where, one assumes, the tutors 
encouraged and helped the teachers to make connections between theory and 
practice. 
Reading research papers and reports contributed also very often (as reported by 8 
respondents) or sometimes (as claimed by 14 respondents) to raising in the teachers' 
feelings of scepticism about future involvement as researchers of their own practice. 
The feelings of scepticism about the adoption of an investigative stance to their work 
in the future may reflect, among other things, the tension between the theoretical 
style of research reports and the practical nature of the teaching routine. The 
possibility exists that, for the teachers, reading research may take precedence on other 
forms of involvement in research as a means of ongoing professional development in 
the future, given especially the lack of time and opportunity to involve themselves in 
doing research in their countries. 
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7.5. Discussion of results 
7.5.1. Practical relevance and utility of the research literature 
The changes in the teachers' focus as readers of research (progressive increase in the 
amount and depth of reading) can be discussed in view of a number of motivational 
and developmental factors related to the relevance and practical utility of the research 
literature to meet their most immediate needs and expectations from the course, and 
to fulfil the academic demands set by assessment tasks. 
It is not unusual for teachers to approach in-service initiatives on the look out for 
"practical hints", "new ideas", or "more techniques" that they can apply directly in 
their classrooms (McDonough and McDonough, 1990: 103). This tendency to adopt a 
top-down approach to professional learning is partly reflected in one of this group's 
main expectations from the programme, that is, to learn more about language 
teaching and learning, which may account for their initial decision to read more 
materials on general topics of ELT and other areas covered in the course than actual 
reports of research studies. 
Lack of prior involvement as readers may also explain the fact that upon return to 
an academic setting after a considerable number of years in teaching, the participants 
were more inclined to make more frequent use of general reading materials other than 
research papers/reports as sources of information at the initial stages of the B. Ed. 
programme. As one of the teachers remarked: 
You must understand that we have been teaching for some time, it's 
something like twelve years of teaching, and coming back to being a student 
is a bit difficult, because you have to start reading and taking notes again, 
and it's a skill that you need to develop all over again. (I2/B/5) 
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As the course progressed and the teachers got involved in their own research 
projects they developed some analytical and critical abilities which, in turn, equipped 
them with some of the skills and abilities needed to be more successful readers of 
professional literature. 
A comparison between the teachers' main interests and purposes in reading 
research papers/reports reveals that in the first year, when the group claimed to be 
reading research mainly for the purposes of producing assignments and to learn more 
about ELT methodology, they also appeared to be more interested in the literature 
review sections of the research studies, and in making the connections between the 
findings of the studies and their own teaching practice. In the second year, during 
immersion in their own research projects, not only did the teachers tend to read more 
research papers/reports (particularly on the topic of their own studies) but they also 
paid closer attention to the different aspects of the studies. 
In professional terms, reading research was perceived by the teachers as a positive 
experience., It helped to develop their critical abilities as users of research, and it 
served as a source of inspiration for reflection about past and future practice. 
However, ' the longer-term effects of this particular type of experience are 
questionable. The increase of the breadth and depth of readings over time on the 
course was, above all, an academic imposition. Thus the participants' tendency to 
select their readings and to focus their interests as readers of research in view of the 
practical relevance and utility of the reading materials to meet their most immediate 
academic needs and to match their changing goals and agendas on the course. 
In addition, given their position of detachment from work, it was difficult for the 
teachers to check theoretical input against practice - other than in memory - during 
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attendance on the course. In more immediate terms they could only articulate public 
theories (the theoretical knowledge derived from lectures and the literature) with 
their personal theories of practice either retrospectively or in a predictive manner. 
In such circumstances, there is the risk that the instrumental motivation to read 
research in formal contexts of instruction for certification purposes may have a 
counter-productive effect. As practitioners return to their nonnal teaching routine, 
they may lack the access to publications, or lose interest in keeping abreast with 
current developments in language education. This may frustrate any attempts to 
encourage them to reach beyond the "technical, rationality" (Sch6n, 1983) level of 
practice and adopt a reflective stance to their work in a systematic way. 
7.5. Z Problematic issues in reading and understanding research 
Apart from the problems encountered at the interpretative level (understanding 
analytical procedures and the authors' lines of reasoning and theorising), the main 
difficulties faced by this group of teachers as readers of research were, above all, of a 
technical nature: dealing with statistics and technical language. These results 
corroborate similar claims made in the general literature on teachers' involvement as 
researchers, and the findings reported in previous empirical studies (Fleming, 1988; 
Green and Kvidahl, 1989; Johnson, 1964,1966; Johnson and Chen, 1992; 
McDonough and McDonough, 1990). The interesting findings of the present study, 
however, are related to the strategies more frequently adopted by the teachers to 
overcome the difficulties they faced in reading and understanding research. In many 
cases, such strategies were implemented at an individual level: re-reading the 
research reports, using reference books, skipping statistics. When external support 
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was sought, this was in most cases from peers. Only in a small number of cases were 
the tutors seen as a source of support with reading and understanding research. 
The fact that reading is traditionally an individual activity may in part account for 
the teachers' decision to try and overcome the difficulties faced as readers of research 
on their own. However, the participants' decision to address this type of problem 
either at an individual level or collaboratively with peers may represent a learned 
response from their educational backgrounds that can be explained, within the formal 
context of the in-service course, in terms of their past history and cultural attitudes. 
Coming from cultural backgrounds where, in their capacity as teachers of English, 
lack of competence in the specialist area has a negative connotation in terms of 
professional competence and authority, asking for the help of the tutors constituted a 
way of exposing themselves to public criticism in terms of linguistic competence and 
mental abilities. The tendency to avoid the tutors' help with reading and 
understanding research may thus have been a self-defence mechanism that might 
have been further encouraged by the climate of competition for marks typical of 
formal academic contexts of instruction. 
This climate of competition was often mentioned by one of the two teachers who , 
provided me access to the original versions of their diaries. In this teacher' s words, 
I prefer to work with non-Malaysian students, because they do not 
discriminate against me. Furthermore, non-Malaysian students do not want 
to compete with me and I find I can work in a more relaxing manner. Ibey 
are more concerned with achieving the solution to the tasks than with 
competing with other groups. (D2/14) 
Such feelings of competition were perhaps encouraged by the fact that for the 
Malaysian teachers career upgrading depended largely on successful completion of 
the course, coupled to a learned spirit of competition from previous education. 
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In addition, in the Research Methods unit no particular sessions were specially 
devoted to instructing the teachers, in an explicit, formal way in the process of 
reading, understanding, and critically appreciating research literature. One possible 
consequence may have been a hidden message that reading activities constitute one 
taken-for-granted aspect of the training curriculum at the institutional level. This may 
have reinforced the teachers' reluctance to seek the tutors' help with the difficulties 
in reading and understanding research. 
209 
CHAPTER 8- THE TEACHERS AS LEARNERS OF RESEARCH IN THE 
RESEARCH AIETHODS UNIT 
Despite some respondents' claims that the Research Methods unit was the only 
taught component where formal learning about research occurred, research must have 
been the focus of other taught units. However, it was not possible to access this in an 
empirical, systematic way. Therefore, the focus of this chapter is the process of 
learning about research on the Research Methods unit. 
The task-based approach to the unit placed the emphasis simultaneously on 
research methods, language, and language teaching methodology. This provided the 
context for the teachers to develop their research skills and abilities while also being 
involved in activities with the potential to promote awareness of, and reflection on a 
number of aspects of practice. Although this practical orientation was highly valued 
by the participants, it created some feelings of confusion in the group, and frustrated 
some of their expectations of getting the theoretical preparation needed for the 
dissertation work. 
8.1. The task-based approach to the Research Methods unit 
One main characteristic of the Research Methods unit was its task-based orientation. 
Such an approach: 
begins from where teachers are, accepting and using their personal theories 
as a starting point for task cycles, and providing structured contexts (tasks) 
in which these can be refined and developed through working with peers, 
discussions, and access to public theory through reading and lectures. 
(Gilpin and Reis Jorge, 1995: 24) 
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An example of a task cycle implemented on the course is depicted in Figure 8.1 
below. This involved the teachers in learning about classroom-based research 
methods (the use of observation/tally sheets addressing low and high inference 
classroom behaviours) while also dealing with language classroom methodology 
(task-based language teaching and learning). 
TASK CYCLE 
Learning about classroom-based research (the use of observation/tally sheets addressing high and 
low inference classroom behaviours) while dealing with language classroom methodology (task- 
based language teaching and learning) 
I. Group to split into small groups of three 








01,02,03 etc. to act as observers (filling in an observation/tally sheet) 
T I, T2, T3, T4, T5, T6 etc. to perform 3 contrasting language learning tasks (information gap, 
opinion gap, reasoning gap tasks) 
The interaction between the teachers on task to be tape recorded to serve as data for subsequent 
tasks of transcribing and coding data. 
2. Plenary: predicting the results of the observations (elicited by the tutor from the teachers) 
3. Public report by the observers (01,02,03, etc. ) 
4. Whole group discussion: -checking the results predicted in 2 against the results reported in 3.; 
-discussing the results of the observations (pedagogical implications); 
-discussing the use and design of observation/tally sheets, and 
the language learning tasks; 
5. Tutor's feedback on the tasks: opportunity for theoretical input on classroom-based research 
methods and the tasks as pedagogical tools. 
Figure 8. ]-An example of a task cycle implemented in the Research Methods unit 
In order to accomplish the tasks the group were split into small groups of three. 
One element of each small group was to act as an observer and to fill in an 
observation sheet as he/she observed the behaviour of the other two members of the 
group perfonning certain types of language learning activities (infonnation gap, 
opinion gap, and reasoning gap tasks). Before the observers were asked to report their 
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findings, some hypotheses about the findings of the observations were elicited by the 
tutor from the whole group. The suggestions made by the group were then checked 
against the results of the observers. During the task the interaction between the 
students perfonning the language activities was tape-recorded, and this served as data 
for subsequent tasks of transcribing and coding data. Group discussion of the tasks 
focussed on the difficulties felt in designing and using tally sheets, transcribing and 
coding data. The participants' attention was also drawn to the possibilities of using 
different types of language learning tasks and activities as sources of data for 
classroom-based research purposes. Feedback on the tasks provided the context for 
the tutor to supply the students with theoretical input on classroom-based research 
methods. 
Training in observation was an important component of the task-based approach. 
Observers were selected in rotation and asked to work in supportive pairs and to 
observe different events. Their reports were then presented to the whole group for 
public classroom discussions. 
An additional element of the methodology adopted to the unit was the use of 
feedback notes kept by the participants at the end of the sessions. The information on 
feedback slips was used by the tutor as real data to illustrate the process of 
observation, description, analysis and evaluation that informs structured reflection on 
practice. In so doing the tutor's stance was one of doing what one preaches through 
demonstrating the practices encouraged and required of students (Gore, 1991). 
8.2. Learning tasks and activities 
The Research Methods unit was run in weekly sessions which included lectures, 
seminars, group discussions and practical research tasks. The sessions included the 
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identification of researchable questions of interest to the teachers, and the use Of Such 
questions as a vehicle for the exploration of a number of methods (diary studies, real 
time and recorded classroom observation, principles of transcription and coding, 
questionnaire design and analysis, interviews, talk aloud protocols, etc. ), as well as 
library search skills. 
Apart from plenary sessions and group discussions, workshop activities included a 
number of practical tasks: transcribing, coding, and analysing talk, using talk aloud 
and recall protocols, observation schedules, etc. The teachers did two mini research 
projects which involved designing, administering and analysing questionnaires, and 
developing and making use of observation schedules. There was also a longer term 
project in the Research Methods unit. This was a diary study, which also served as in 
element of course work assessment and course evaluation. 












eConducting the diary study 10 11 1 - 22 
*Coding and analysing teachers' 
stories 3 15 2 - 20 
*Mini-project: observation of 
lectures 7 15 - - 22 
*Transcribing and coding talk 8 13 - - 21 
4, Mini-project: the B. Ed. students' 
use of the Library 9 7 5 1 21 
4, Talk aloud activities 7 12 2 1 22 
*Recall activities 5 12 3 1 21 
*Research/observation tasks in the 
school placement 4 12 5 1 22 
*Activities on language teaching 
methodology - I - - I 
eDiscussion of peers' work I - I 
A list of the main tasks implemented on the unit was included in item 2.3 of 
questionnaire 2 in order to survey the teachers' perceptions of the benefits of the 
different tasks and activities to the process of learning about research. 
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As shown in Table 8.1 above, the tendency of the group was to place a higher 
value on the tasks and mini projects more directly related to the classroom context: 
observation of lectures and transcribing and coding talk (rated as very 
beneficial/beneficial by 22 and 21 respondents respectively), and on those activities 
more likely to bring professional experience (both their own and others') to the fore: 
conducting the diary study, and coding and analysing teachers' stories (rated 
respectively by 21 and 18 participants as very beneficial/beneficial). Practical tasks 
involving participation in, and analysis of think aloud and recall protocols were also 
favoured by a large number of respondents (19 and 17 teachers respectively) as 
having had a very beneficial/beneficial influence on the development of their 
research abilities. Despite the number of teachers who claimed to have benefited 
from the observations in the school placements (n-- 16) and from carrying out a mini- 
research project on the B. Ed. students' use of the School Library (n=15), these were 
also the two activities that elicited more negative remarks than the rest of the tasks 
and activities under scrutiny. However, many of these tasks and activities were 
assigned at a stage of the course where the teachers were still very focussed on their 
professional (classroom) practice. 
The diary study was mentioned by some teachers as a particularly relevant 
contribution to the process of learning about research. This was described by some 
respondents as an awareness raising element of the importance of classroom-centred 
investigation, and a source of insight into the process of carrjing out research: 
I feel that the sessions on diary studying were the ones that helped me to 
really understand why we need to do research. it gave me an understanding, 
by looking into it, by analysing what we were writing, we have an insight of 
why we do certain things, the implications of doing something that we don't 
look at most of the time, we just look at the surface, superficially. (I2/E/ 1) 
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Being one technique of investigation in itself, diary studies represented an added 
I value to the teachers' development as researchers. The adoption of an enquiring 
"stance into their own experience as learners on the course provided the participants 
1ý 
, with opportunities for self discovery and scrutiny: 
I particularly liked the diary study. You know why? Because you can write 
down your thoughts, and then after that you look at them and sometimes you 
feel something that you had written down, and then you look at it again [ ... ] 
So you look at it again, and it helps you to reflect, and you learn a lot of 
things about yourself. (12/F/1) 
The diary study produced for course work assessment purposes was the revised 
public version of the individual entries following the diary study procedures 
suggested in the literature (Bailey, 1985,1990; Bailey and Oschner, 1983; Jarvis, 
1992; Murphy-O'Dwyer, 1985). In this respect it proved to be an important 
additional source of leaming as it required the teachers to access some relevant 
literature in this particular area: 
When I was doing the diary study I did a lot of reading on second language 
acquisition, on writing diaries, the methods being carried out to do research 
and all that. (12/G/6) 
Public discussions of the salient features of the teachers' diaries were the catalyst 
element 
sometimes needed in teacher education courses, likely to free teachers from 
the most immediate academic imperatives (earning points in assignments 
and examinations) and to permit participants the luxury of reflecting in its 
real sense of reconstructing their own theories via exposure to wider 
frameworks and other views. (Gilpin and Reis Jorge, 1995: 26) 
Keeping a diary and holding public discussions of it were important in serving a 
number of pedagogical and developmental purposes. It promoted the teachers' 
reflective, introspective, and analytical skills, and it constituted an awareness-raising 
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. element of the potential of diaries as a classroom-based research tool, as revealed in 
the comments made by the two diarists: 
I found it difficult to identify what was analytic and what was expressive. 
With the help of my group I was able to. [ ... ] The discussion held in class helped me to understand that diary keeping is one means of getting access to 
pupils' personal reactions, that can be used for classroom research. (D 1/6-7) 
This session was very interesting because the participants worked in groups 
and discussed what they had in common in their diaries. Then each group 
gave their feedback. Many have written that while writing the diaries work 
done back home was reflected upon. (D2/1 0) 
One of the mini scale projects assigned on the course involved the teachers 
working in groups in order to address the following questions: 
*How do the B. Ed. students at the Department spend their time? 
*How do the B. Ed. students in the Department use the library? 
These questions were deliberately vague, and no methodological and technical 
suggestions were made by the tutor. Underlying this decision was the pedagogical 
intention to improve the teachers' abilities of planning a research project. All the 
groups chose to conduct a study of the survey kind, which involved them in 
developing a questionnaire. The results were later presented in a course seminar, 
which provided a forum for public presentation and discussion of the mini-projects, 
and the opportunity for the tutor to provide some theoretical input on the use of 
questionnaires as a research technique. 
Developing, administering and analysing the questionnaires was Perceived by the 
teachers as an awareness raising experience of a number of aspects involved in the 
process of doing research: 
The experience of doing a questionnaire helped because [ ... ]I thought about 
things like validity which otherwise I might not have thought of. And things 
like whether the questions that I wanted to pose would lead the persons to 
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answer the way I wanted them to answer, so it sort of created some 
awareness. (12/B/2) 
The one about constructing a questionnaire and piloting it for our senior B. 
Ed. colleagues on how they spent their time both in the library and outside 
of it, yes, that was a very productive and enjoyable task. (I2/C/2) 
This represents a typical example of the methodological orientation to the 
Research Methods unit where special emphasis was placed on learning through 
-xperience and discovery. 
9.3. Main difficulties with learning about research 
A number of difficulties were referred to by the teachers in the interviews as they 
were prompted to talk about the major difficulties faced with the new experience of 
learning about research. These difficulties were principally related to unfamiliarity 
with Research Methods as a new subject, linguistic problems, and a number of 
practical aspects involved in the tasks assigned. Their time schedule and heavy 
workload on the course in general were also pointed out as major problems: 
Because of the time constraints you don't really jot down everything that 
you want to, you know, you skip things, and you only put down the salient 
points [ ... ]. (12/5/2) 
the difficulties are more on the workload, because there are a lot of things 
that we have to do other than this research methods, because research 
methods requires a lot of time and effort. So somehow when we come to 
doing the actual work we find that we don't have enough time, because we 
are bogged down by so many other things around. So the opportunity to 
learn the actual way of doing research is sometimes minimised. (I2/E/1) 
Some teachers were faced with linguistic problems which they had to overcome in 
order to benefit from the theoretical input they were getting from the literature: 
Sometimes, because this is new [ ... ] when I read about the topics in the books some of the words I don't know, and then I'm not really sure about 
[ ... ]. And then sometimes the words that you read you don't know what they 
mean, and it does not facilitate your learning about research. (12/F/2) 
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First of all the terms, some of the terms are, I mean, they are something that 
you can't recognise or just recall. I need to learn more about research. 
(I2AH/2) 
For some respondents one major difficulty lay in dealing with the nuts and bolts of 
some research tasks (overcoming the boredom caused by time-consuming, repetitive 
tasks like transcribing taped materials, and problems of gaining access to 
information): 
Well, the number one difficulty is getting people to kind of co-operate or 
collaborate together, to get them to do what you want to do[ ... ] getting 
people to provide you with the information you need is a bit kind of 
difficult. (12/D/2) 
sometimes you are so tired, you have so many things to do, and then you do 
the research, I mean, it takes a lot of time, especially all those transcriptions. 
And then I find that when I'm transcribing I can't transcribe it at one go. 
Because after a while I lose my concentration and I end up making a lot of 
mistakes. (I2/F/2) 
The fact that the teachers were being introduced to a new subject area as learners 
of research provoked some feelings of confusion about certain topics covered in the 
Research Methods unit: 
Like I said [ ... ] research methods is a new subject to me, it's very new, so initially I found it very difficult to understand how to carry out research, but 
after around half of the sessions I got the idea, and now I'm going to try and 
test whether or not I've really got the idea during this summer for my 
dissertation. (12/1/1) 
And because this is something new, sometimes you find you are a bit 
confused about certain issues, you don't know where to start and where to 
stop. (12/D/2) 
Lack of guidance from the tutor in establishing precise guidelines for some 
research tasks created some difficulties to those participants who tended perhaps to 
be more field dependent (Brown, 1977) in their personal cognitive style: 
Probably in our school placement, if we were given a task to carry out I 
think that would have helped us a lot. [ ... ] Whereas in Malaysia if we were 
to carry out tasks like this, you see, because of the nature of our not the 
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schooling but family background the pupils the children are more reticent 
and they dorft voice out as the students here. So probably if we had done 
something here it would have helped us a lot [ ... ]. Probably it was because 
we did not have a checklist to see what we wanted to look at. What we did 
was that we just wrote up, we had a little diary and every time we came back 
we wrote down what happened, so through that you tend to be very 
superficial because you are not really looking into what is happening. 
(12/C/2-3) 
The mixed feelings experienced upon entrance to the new world of research were 
best captured by one of the participants who described the influence of a number of 
factors (lack of previous experience of investigation, difficulty in understanding 
certain aspects involved in research) on her as a learner of research: 
when I started the course I was a kind of pressing because probably it was a 
new course and, you know, it kind of affected me throughout [ ... ] and because of 
' 
this kind of psychological something behind me I entered the 
class with this kind of anxiety, and this stopped me a bit. [ ... ] when we 
started looking at categorising features in whatever data you have, I found it 
difficult to know how researching had to do with categorising, and how to 
categorise items and things like that. [ ... ]I wasn't confident until the time we had to do a kind of practice work which I really liked, so I came back to 
class and saw the product, and I came to realise what it was all about 
(12/D/1) 
In item 2.4 of questionnaire 2 the group were provided with a checklist of the 
main aspects involved in the research tasks assigned, and asked to identify those 
aspects they considered to have been the most difficult ones. 
The teachers' answers, summed up in Table 8.2, provide a clearer picture of the 
problems faced by the participants as learners of research. Identical feelings to those 
expressed in the interviews were shared among the group as far as technical and 
strategic difficulties were concerned. However, the figures also reveal that a 
considerable number of claims were made about major problems posed by the tasks 
involving structural and interpretative skills (planning the research studies and 
analysing, interpreting and accounting for the validity of results. 
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Table 8.2-The teachers 'perceptions of the most difficult aspects involved in the practical research 
tasks (n=22) 
Difficult aspects of the research tasks N Total* 
Structural 
eDeciding on what aspects to investigate 9 
*Choosing the most appropriate means of data collection 6 15 
Strategic 
eGetting access to informants 6 
*Finding the time to carry out the research tasks 6 
eGaining access to the material resources needed to carry out the research 
Tasks 4 
*Gaining access to reading materials on how to conduct the research tasks 3 19 
Technical 
eTranscribing the taped material 14 
eCoding the data collected 15 
*Designing the research instruments 13 
oFinding the most appropriate ways of reporting the results 14 
Interpretative 56 
eAnalysing the data collected 10 
elnterpreting the results 10 
eAccounting for the validity of the results 11 31 
Interactional 
*Relationship with the colleagues in the group I I 
*multiple response (ný 122) 
It is not surprising to find out that at this stage the largest number of references 
were made to difficulties of a technical and interpretative nature as these were 
perhaps the main skills the participants thought they needed to develop in order to 
prepare themselves for the subsequent job of the dissertation. The fact that most of 
the practical tasks were assigned by the tutor and carried out collaboratively inside 
the class may have made it easier for the teachers to deal with aspects of a structural 
and strategic nature (focussing the enquiries and making methodological decisions, 
and getting access to information and the material resources needed for the research 
tasks). This may explain the smaller number of references made to problems and 
difficulties faced at this level. 
220 
8.4. Main strategies used to cope with learning difficulties 
To a large extent, the main difficulties of a technical and interpretative nature felt by 
the teachers in carrying out the practical research tasks compare positively with those 
reported by the group as readers of research as discussed in Chapter 7 (cf. Table 7.4). 
However, a comparison between the strategies more frequently adopted by the 
teachers to overcome the difficulties in reading and understanding research literature 
and those adopted to cope with the problems with the practical research tasks 
suggests a different trend. 
In contrast to the tendency to try and solve reading problems on a more individual 
basis (through accessing different types of reading materials) and without the tutor's 
support, the tendency was to seek the help of the tutor to cope with the difficulties 
faced with the practical learning tasks and mini-research projects. This, however, did 
not exclude the participants' decision to turn frequently to the literature on research 
methods and to value interaction with peers as beneficial sources of support with 
learning difficulties, as depicted in Table 8.3 (item 2.5-qLiestionnaire 2). 
These results suggest the teachers' tendency to favour interaction with tutor and 
peers, as well as reading (research methods and research studies) as sources of help 
with the problems faced as learners of research. However, it is worth noting that 
interaction was a mode encouraged on the Research Methods unit. 
Table 8.3-Siralegies used morefi-equenth, to cope with difficulties 
with the practical research tasks (n=22) 
Main coping strategies N 
*Consulting with tutor 15 
*Reading on research methods 13 
@Reading research papers/reports II 
eClassroom. discussions 10 
oDiscussions "ith colleagues 9 
olke-reading handouts from lectures on Research Methods 9 
eRevising lecture notes 6 
221 
8.5. Learning about research for professional development 
A general positive feeling was shared aniong the group about the relevance for them 
as professionals of learning about research (Table 8.4). 
Table 8.4-Perceived levels of relevance of learning about research 
jorprolessional development (n-22) 
Item 2.6 of Questionnaire 2 Very relevant Relevant 
How relevant do you find what you have learned about research for 
you as a teacher? 13 9 
This feeling was explained by the participants on the account of the perceived 
gains from participation in the Research Methods unit in terms not only of their 
development as teacher-researchers but also in terms of improvement of their 
teaching and reflective skills. 
8.5.1. Development of teaching and reflective skills 
Through involvernent in the practical tasks and group discussions the teachers 
believed they had become more knowledgeable about language teaching 
methodology and had developed greater insight into particular aspects of language 
teaching and learning: 
Attending the research methods sessions has raised my awareness of many 
aspects of teaching and learning conditions. (Q2/7) 
Learning about research was very relevant because it gave me insight into 
the problems students face in learning a foreign language. (Q2/12) 
The research methods course helped me to understand certain problems in 
the classroom (Q2/17) 
It was important to raise self-awareness of one's teaching practice and 
performance, and to raise awareness of the problems that learners encounter 
in their learning process and try to remedy their difficulties. (Q2/18) 
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The practical orientation to the Research Methods unit also provided a 
forum for 
reflection about past and future practice, as it afforded the conditions 
for the 
participants to reflect critically on past experience and to unveil certain aspects of 
practice that had remained unnoticed: 
the staff room situation is all discussion of children, and this does better, 
this doesn't do well, and we don't question why, and it [learning about 
research] has given me a kind of time to reflect on those things. Well, if you 
try out this may well help you to understand such aspects that have been 
going on without understanding. (12/D/2) 
Other than being a learning experience in itself, it also helps reflect on what 
we, as teachers, actually do in the classroom. It has helped me reflect on my 
own teaching. (Q2/01) 
It was very relevant for us to look at what, why and how we went wrong in 
the classroom. (Q2/02) 
During the course on methods of research I could reflect on my previous 
teaching style and the pupils' learning styles. (Q2/05) 
The opportunity to reflect on past experience was in itself a self-scrutiny exercise. 
This enabled the participants to develop a critical perspective on their own 
professional performances and to challenge personal beliefs and espoused theories. It 
also encouraged them to view their professional role from a different perspective and 
to adopt a more inquisitive stance to their work in the future: 
I'm looking at things more differently. [ ... ] if my students are reacting in a different way to what I teach, I will look at why they are not learning as 
such, I would like to know what is affecting them or looking at myself, am I 
putting enough effort or whatever. So instead of a kind of linear thinking 
I'm having a wider perspective of looking at a problem. (12/E/3) 
in the classroom I'll be more observant, before I was not that observant you 
know, I just kept on teaching and teaching, but now maybe because of all 
this learning about research I will be more observant as a teacher. (12/G/3) 
The following extracts from the diaries reinforce the claims made by the teachers 
at interview. The teachers' entries reveal the opportunities afforded by the practical 
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research tasks for the participants to make direct links with their own teaching 
'. practice in a reflective, critical manner: 
Ile activities were interesting and useful in that they caused me to look 
back to my methods in class. [ ... ] The activities in general were useful, they 
showed how different types of activities can be carried out in a single 
lesson. (DI/3; 5-6) 
Group work has helped me to open up and reflect on what I have done for 
the past seventeen years. [ ... ] When doing group work on "information gap" I realized some of the difficulties encountered by my students while doing 
this task. [ ... I Only when I am in the same situation do I realise that such difficulties do exist in real classroom situations. (D2/8-9) 
The recognition of the possibility of making use of language classroom tasks for 
teaching and classroom-based research purposes reflects the economical view of the 
task-based approach illustrated on the Research Methods unit. In this respect the 
Research Methods tutor may have served as a role model of doing research while 
teaching, although there is no clear evidence in the data to suggest that this role was 
consciously noticed by the participants. 
8.5. Z Developing as teacher-researchers 
Exposure to formal instruction in research methods and involvement in research for 
the dissertation was a new experience in the professional lives of these teachers. The 
knowledge about research that they possessed on entry to the course was scant. 
According to the teachers' testimonies, first-hand accounts of investigation were not, 
to a. large extent, part of their professional readings in the past. The teachers' 
awareness of research-generated principles and theories did not correspond to their 
awareness of the ways in which such theoretical outcomes were arrived at: 
when we were doing our basic course, our basic training we did some 
reading then, but that was some time ago [ ... ] and once we go back to 
school, probably because of time constraints, we don't have much time to 
read. (12IBn) 
224 
most of the time what I used to do when I happened to look at research 
articles was I tended to readjust the results and tended to ignore things that I 
didn't understand, like tables or the factual bits of the data, that sort of thing. 
It was quite boring for me [ ... ]. (13/D/5-6) 
In referring to the knowledge about research acquired and developed during the 
first year on the course, the teachers' tendency was to list a number of aspects 
involved in the process of conducting investigation which, in many cases, were 
I aspects of a technical nature, as revealed in the following quotes: 
I've learned about designing questionnaires, doing observation check 
sheets, [ ... ] the transcriptions [ ... ] (I2/B/1) 
I think that basically I've learned about designing questionnaires, questions 
for interviews, and I mean basically is more data collection, how to go about 
collecting data. (I2/E/1) 
- how to go about collecting the data and categorising it, and do the 
questionnaires. (12/IVI) 
the most important thing is [ ... ] how to conduct classroom observation, 
especially doing recorded classroom communication, interaction among the 
pupils, and how to transcribe [ ... ] (12/1/1) 
Procedural knowledge of how to plan and structure a research study was also 
perceived as another major learning outcome: 
I've learned how to deal with classroom problems in terms of if you have 
any problem in the classroom how can you research that, how can you find 
out, what can you do to programme your research in order to fmd out about 
such problems, and how can you deal with those small problems that may 
occur in the classroom. (I2/A/1) 
I suppose that before we start doing our research we need to be aware of 
problems there are around us, then [ ... ] we should read up about such 
problems first before we do any sort of research to see what researchers 
have already done in a certain area, and then sort out how we are going to 
conduct our own research, the methods we are going to use, and so on. 
(I2/B/1) 
the most important thing for me is to know what I'm going to research, what 
topic I'm going to research on, and then probably read about the current 
findings related to that topic, and how to carry out whatever research I'm 
going to do. [ ... ] what kinds of instruments I'm going to use, who my 
sample is going to be and where and how I'm going to find them. (I2/C/1) 
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These claims are partly consistent with the information provided by the grOLIP 
about their perceptions of the research skills and abilities developed during the first 
year on the course. This was elicited from the teachers via item 2.1 of questionnaire 
2, a four-point scale type of question which included a number of topics covered in 
the Research Methods sessions and in the practical research tasks assigned. 
Table 8.5-Knowledge ol research acquired and developed during. lbrmal tuition 
in Research Methods (end (Y'Year 1) 
During the B. Ed. course , through lectures, discussions with 
tutors and colleagues, readings, etc., how much have you 








eplanning a research project 16 6 22 
*formulating a researchable question 11 11 22 
eselecting the most appropriate means of data collection 11 11 22 
*selecting task-based activities for classroom research 
purposes 8 14 221 
Strategic 
*dealing with difficulties ofaccess to information 3 19 22 
*addressing questions of an ethical nature 1 21 22 
Technical 
*conducting diary studies 18 4 22 
ousing observation/tally sheets 7 15 22 
*designing a questionnaire 7 15 22 
edeveloping and conducting interviews 7 15 22 
*reporting results 6 16 22 
Interpretative 
*coding and analysing data 7 15 22 
As depicted in Table 8.5, most of the aspects perceived by the participants as 
constituting part of their procedural knowledge of research acquired during tUltiOn ill 
research methods were related to a number of structural skills and abilities. These 
included planning a research project, formulating researchable questions, and making 
methodological decisions about data collection. 
At the technical level, knowledge of how to conduct a diary study was the aspect 
eliciting the greatest number of positive answers. Tile development of technical skills 
involved in developing and administering research instruments (observation 
edules, questionnaires and interviews), and using data display techniques was 
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perceived by a smaller number of participants. An equally small number of teachers 
I 
claimed to have gained greater knowledge at the interpretative and strategic levels. 
These results are confirmed by the data collected from direct observation of the 
I 
'Research Methods unit. In one session, for example the tutor asked the participants 
o answer a short questionnaire. This was intended to serve a double purpose: to give 
the tutor feedback on the teachers' participation in the course, and to provide data that 
could be used with the pedagogical purpose of illustrating some principles of 
questionnaire design and data display techniques. One of the questions posed to the 
group was to do with their perceived learning gains from the course sessions. The 
vast majority of answers elicited from the group included, above all, aspects related 
with the structural and technical tasks of research (how to collect data and do 
transcriptions; how to formulate researchable questions), apart from references to 
improvement in a number of teaching skills (e. g. how to implement communicative 
tasks)-(FN/9/1-2). 
Identical references were made in the diaries to the development of procedural 
knowledge of structural and technical aspects of research: 
After being exposed to constructing questions focussed on a specific topic I 
began to realize how a research study should be planned at the initial stages. 
(D2/4) 
It provided a basis on which we could experience the problems that are 
likely to arise in transcribing data before the theoretical conventions were 
provided by the tutor. (D 1/3) 
This was a very good presentation. The tutor presented her data on bar- 
graphs, pie-charts, percentage and continuum. I was very impressed and 
learned a lot on how to present data. (D2/14) 
, Following a similar line of enquiry, the group were surveyed on the perceived 
needs in terms of their development as researchers at this stage of the course. This 
constituted a cross-check on the teachers' perceived learning outcomes about 
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research. For this purpose the respondents were required to answer the following 
open-ended question: 
What are the most important things that you. feel you still need to learn in 
order to conduct research ofyour own? (item 2.9-questionnaire 2) 
The answers were grouped into the different categories of research skills and 
abilities and treated quantitatively, as shown in Table 8.6. 
Table 8.6-The teachers 'perceptions qfthe skills they needed to improve in order toftel more 
confident in undertaking research of their own 
Research skills and abilities N Total* 
Structural 
*formulation of researchable questions 6 
eselection of appropriate methodology 3 
*selection of relevant reading materials I to 
Technical 
*coding data 2 
opresentation of data and results (use of statistics, graphs, tabulations) 2 4 
Interpretative 
edata analysis 9 
*interpretation and discussion of results 6 15 
Other (personal qualities) 
edevelopment of self-confidence 2 
*perseverance 1 3 
*multiple response (n=32) 
The main weaknesses perceived by the participants after formal tuition in research 
methods were, above all, in their interpretative abilities (analysing data, and 
interpreting and discussing the results), as indicated by a total of 15 respondents. 
Despite the relatively large number of clainis made at this stage for the acquisition of 
procedural knowledge of structural steps involved in doing research, a considerable 
number of respondents (n=10) still felt they had insufficient preparation at this level, 
principally in terms of narrowing down the focus of the studies. 
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'Mese particular figures are in line with the results obtained for the teachers' 
perceptions of the knowledge of research acquired on the first year of the course (see 
Table 8.5 above). 
An apparent contradiction seems to exist between the small number of claims 
made for the development of technical skills and the equally small number of claims 
for further improvement in this type of skills. However, on closer inspection, the data 
reveal that the aspects suggested by the teachers as main weaknesses at the technical 
level are different from those technical skills put forward by the group as perceived 
major learning outcomes. Furthermore, given that at this stage of involvement on the 
course one of the teachers' main concerns was with planning and designing their 
dissertations, it is likely that their attention was drawn mainly to dealing with aspects 
of a structural nature. Ibis is partly confirmed by the references made by the teachers 
in their diaries as they commented on the relevance of the activities and tasks 
assigned to the preparation of their research studies: 
This lesson provided a reflective line as to how we should have done our 
questionnaire, what needed adjustment, the reasons why an introduction to 
the questionnaire is relevant. It was a worthwhile lesson, because in a way it 
reduced my anxiety relating to how I can use it for my dissertation. (D l/ 15) 
I find this lecture very beneficial to me because I have already made up my 
mind to do something on "classroom interaction" for my dissertation. 
(D2/14) 
The improvement of the research skills and abilities considered by the group as 
constituting their main weaknesses in initiating research of their own was best 
promoted, in the participants' view (item 2.10 of questionnaire 2), through 
involvement in a number of activities of a practical and theoretical nature as depicted 
in Table 8.7. 
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Involvement in experiential learning (through practical tasks and group 
discussions), and the exchange of ideas with peers and professional researchers were 
perceived by a large number of participants as effective ways of improving their 
research skills in a practical, collaborative manner. Exposure to theoretical input 
from lectures and the literature was also seen by many participants as another 
relevant way of further developing their abilities as researchers. 
Table 8.7-The leachers'perceived wa 
, 
vs hi which they could be helped to improve 
their research abilities (n=22) 
What do you feel might help you build up your confidence to conduct classroom research 
of your own? N 
,, Carrying out more practical research tasks 20 
sHaving more classroom discussions of research papers/reports 19 
411 laving more feedback from tutors on the practical research tasks 19 
eTalking with other teachers who have conducted research 19 
eHaving more discussions "ith colleagues about the research tasks 18 
*Reading more on research methods 17 
*Having greater access to students in real life classrooms 17 
*Having easier access to material resources 17 
*Reading more research papers/reports 16 
sHaving more theoretical input on research methods 15 
eTalking with professional researchers I 
,, Having more time to carry out the research tasks I 
-Being given more handouts and reading materials 11 
These claims raise an important issue related to the process of development as 
researchers undergone by the teachers through formal tuition in research methods, i. e. 
the role of experiential learning and theoretical input in the preparation of 
practitioners as researchers. 
8.6. The process of formal learning about research: experiential learning versus 
theoretical input 
Item 2.2 (a four-point rating scale) was included in questionnaire 2 aimed at elicitill" 
information on the teachers' perceptions of the relevance of the different sources of 
leaming about research during the period of formal tuition in research methods. This 
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item comprised of a list of different learning sources, and it was designed in view of 
the structure of the B. Ed. course, and drawing on the infon-nation collected from 
both direct observation of the Research Methods sessions and the interviews with the 
purposive sample of teachers. 
. 
ferent sources of'learning Table 8.8-The leachers'perceptions of'the relevance oj'the dif 
about research Aring. 16mal tuition in Research Methods 









ePractical research tasks in class 11 9 2 22 
@Research tasks outside ofthe class 6 11 5 - 22 
eGroup discussions 5 16 - 1 22 
*Input from lectures Oil Research 
Methods 9 12 1 - 22 
*Feedback from tutor on research tasks 8 12 1 - 21 
*Observations in the school placernent 4 9 7 2 22 
oReading on research methods II II - - 22 
eReading research papers/reports 8 13 - - 21 
*Private tutorials 8 10 2 - 20 
eWriting assignments 7 13 2 - 22 
eDiscussions with colleagues other than 
those in the group 6 to 5 1 22 
*Input from other lectures on the B. Ed. 
course - 16 5 1 22 
In general, as depicted in Table 8.8, all the sources listed were perceived by the 
participants as relevant to their development as teacher-researchers. However, on 
closer inspection, the figures suggest that learning about research was best promoted 
in two different ways: involvement in experiential learning (practical tasks in class, 
group discussions and feedback on tasks) and access to theoretical input (lectures, 
readings on research methods and tutorials). The practical and theoretical work done 
outside the Research Methods class (mini scale projects, discussions with colleagues 
from other groups and attendance on other taught components) were the learning 
sources where more negative frequencies were observed. 
The production of written assignments was one exception to this more general 
tendency. As opposed to the practical nature of the tasks assigned on the Research 
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Methods unit, writing up assignments was a source of theoretical input about 
research to the extent that it involved the teachers in producing theoretical discourse 
in an academic format. 
These results provide evidence to suggest that theoretical input and experiential 
learning played an equally important role in the process of learning about research. 
Experiential learning was valued for its potential to facilitate the development of the 
teachers' research abilities through hands-on experience following an inductive 
approach: 
[How do you think you have learned best about all that? ] 
Through the practical work we have done in the classroom during the 
Research sessions. (12/1/1) 
I think that was hands-on learning experience that really helped us, because 
just through lectures and reading you don't get to experience, to really go 
through the experience and find out for yourself the pros and cons, and the 
mistakes and the obstacles that you encounter, [ ... ] whereas here you are 
given a project, then you face all this and you come up with solutions. 
(12/C/1) 
The collaborative work involved in the group discussions and the practical tasks in 
groups was especially valued by the teachers for the fact that it contributed to create 
friendly, stimulating learning atmosphere where the participants could exchange 
ideas and make their own contributions without exposing themselves to public 
criticism: 
I find that discovery method in groups is better because sometimes when the 
lecturer speaks your mind wanders, but if you do it as a group and then you 
are given a purpose for it, you really have to read and then you do it for 
purpose, and it's nice to have other people, we use their ideas, even though 
we don't always agree on the same things, but if you learn as a group then 
you learn how to come to a compromise. (I2/F/8) 
And one more thing that is very good is that this project work is group work, 
so we pull our ideas and we sort of brainstorm and it helped us a lot. 
(12/C/1) 
What I found really helpful was that after a long time pushing and pulling 
we came to a point where either we agreed on something that was wrong, 
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we went back to class, it was rectified and we came to understand where we 
made our mistakes. So the practice in this sense helped me. (I2/D/1) 
I think that questionnaire designing was helpful because we did it in group, 
so we sat together, we brainstormed, then we prepared the questionnaire and 
we discussed whether it would be valid or not. (I2/B/2) 
Identical feelings were expressed in the teachers' diaries: 
The methodology involved a lot of group activities, which were quite useful. 
The students could relate their experiences. In so doing we felt more relaxed 
and confident in each other. [ ... ] The methodology adopted offered a wide 
range of activities and stimulated thought about alternatives. (D 1/ 1) 
I find that group work is very useful because one can receive new ideas and 
widen one' scope on the subject. (D2/2) 
In opposition to the teachers' preference for the task-based approach to the 
Research Methods unit, some stated that they would have liked a more traditional 
theory-followed-by-practice model of instruction, that is, a deductive approach 
infonned by an initial period of theoretical input followed by a period of practical 
work: 
we've done a lot of group work and we can learn a lot from that. We had to 
sit down and discuss how to go about doing the questionnaires. [ ... ] But for 
me it is better to get some input first and then go about doing more practical 
things. If we can see the picture we will have a clearer picture of what to do, 
but I think the method adopted with us is more of discovery method. First 
we do it, and then we discuss it. (I2AH11) 
But actually we need lectures as well, because we need the theoretical 
grounding [ ... ] (I2/F/8) 
The belief in the potential of the deductive method was reflected in the way one 
participant described the orientation to instruction in research when they were asked 
about how they would plan and organise a course on Research Methods for teachers 
in their own countries: 
I would start by giving them the theoretical input first, and make sure that it 
was well grasped, give background reading on it, and only then would I give 
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the practical tasks, because without the theory it is difficult to do the 
practical tasks. (I2/B/4) 
The mixed preference for experiential learning and theoretical input as sources of 
learning about research may be partly explained by the teachers' cognitive styles and 
personal beliefs about learning. As one of the participants explained: 
I'm used to learning, for instance, in a way where I would be provided with 
a theoretical framework on which I could base my work. (I2/D/1) 
However, as this same teacher went on to say, 
sometimes it didn't happen that way, we would just go right through the 
practice, so I also found it a bit confusing. (I2/D/1) 
This feeling of confusion may also explain the preference stated by some for a 
deductive approach as an alternative to the discovery method implemented in the 
Research Methods unit. Learning about research through involvement in practical 
tasks focussed simultaneously on the subject matter (research methods), on language 
and on language teaching methodology appears to have created some confusion in the 
participants. This aspect emerged as a theme in the observation notes of the Research 
Methods sessions: 
The comments on the slips revealed something I was suspicious about [ ... ]. 
Most of the SS felt confused. [ ... ] their 
initial confusion may have been due 
to the fact that the topic introduced was new to them - coding and 
categorising requires a great deal of practice. [ ... ] It seemed to me that the 
SS didn't quite understand what they were told in the last part of the session, 
and they were unable to make sense of what they were really supposed to 
do. (FN/8/2) 
References were also made by the two diarists to the need for more theoretical 
input, especially in association with the lack of focus brought about by the 
multiplicity of tasks implemented, and in connection with the participants' personal 
learning style. As the teachers wrote: 
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I would advise that at the beginning of the lessons the tutor draw a link with 
previous lessons in order to present new information, if necessary, so that 
we are able to participate fully and not be thinking of the relationships 
between such activities and the subject of the lesson. [ ... ]I also feel that we did too much for a lesson for one to capture everything. (DI/3; 9) 
It would have been better if the transcription guide was given to us before 
we started doing the tape transcription. [ ... ] It would be very much 
appreciated if the lecturer could go at a slower pace sometimes. As a mature 
learner it takes time for my brain to receive and to reflect on what has been 
delivered. (D2/4; 5) 
In addition to this, the teachers' position of detachment from work was seen to 
ýonstitute a hindering factor of their development as researchers. In referring to the 
ongoing nature of the process of research one participant expressed his view of the 
'i workplace as the context par excellence to learn about it: 
I believe that it would be more relevant or maybe more beneficial for us to 
be attached to a school and to carry out some research on the job. [ ... ]I feel 
that on the job research is more relevant, and it's more effective [ ... ]. 
Because doing research needs a long period of time, in order for us to 
understand what doing research is really about, maybe we need to go back 
and do something about it. (12/E/2) 
8.7. Discussion of results 
7.1. Thepractice-driven approach to learning about research 
On the B. Ed. course the teachers' experience of formal learning about research 
, occurred 
in a context of instruction informed by the vision of learning as a theory 
I generating process from and interactively with practice through observation 
(noticing), analysis and evaluation. This conceptual stance is reflected in the 
Research Methods unit orientation, where particular emphasis was placed on 
experiential learning and the use of evidence. 
There are encouraging signs in the participants' testimonials that formal training 
in research methods was best promoted through discovery and hands-on experience 
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rather than just from textbook knowledge. In the participants' view this was best 
achieved in a collaborative manner: undertaking practical research tasks in groups, 
and taking part in group discussions. Involvement in actual practice of research was 
seen by the teachers, at this stage of their participation in the course, as one of the 
most productive ways to improve their research skills and abilities. 
Underlying this perspective is the issue of the practical relevance and utility of the 
research tasks to meet the teachers' most immediate needs and expectations from the 
course, as well as their main motivations to learn about research. Given the 
multiPlicity of focus on research methods, language, and language teaching 
methodology, the Research Methods unit represented not only a source of learning 
about research but also a source of new pedagogical content knowledge and practical 
ideas with direct application to the real contexts of practice. 
The practical research tasks most appealing to the teachers were those more 
directly related to real classroom practice, and the ones more likely to promote 
reflection on professional experience and self scrutiny. The mini research projects, 
although beneficial to the develoPment of the teachers' skills as researchers, had a 
limited value in terms of the topics addressed. In this sense much of the work 
undertaken in the Research Methods unit was relevant in fulfilling the participants' 
pedagogical intention to learn more about language teaching and learning and to 
improve themselves as classroom practitioners. 
Parallel with this pedagogical intention, however, was the teachers' instrumental 
motivation to learn about research in order to get the theoretical preparation needed 
for successful accomplishment of the dissertation as an important course assessment 
element. Such circumstances may have determined the teachers' decision to 
concentrate on those aspects of research that they believed to be the most relevant 
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ones to achieve their most immediate objectives. This explains in part the fact that 
most of the knowledge of research acquired and developed at this stage on the course 
was above all procedural knowledge of technical and structural aspects of research: 
planning and focussing a research study and designing the instruments of research. 
The fact that the practical tasks were usually set by the tutor and carried out 
collaboratively further accounts for the teachers' tendency to focus principally on the 
technicalities of research. This is also reflected in their claims for further 
improvement in structural and interpretative skills in order to become more confident 
in carrying out research studies of their own. 
In the participants, view the improvement of such skills was best promoted 
through participation in practical research projects involving access to real time 
classroom teaching, and more theoretical input on research methods. This suggests 
that research methods theory becomes more meaningful if applied to real time 
practice. The need for more theoretical input on research methods reflects, at least 
two things: the limitations imposed by the teachers' position of detachment from 
work on their development as researchers, and the conflicting nature of the practical 
tasks on the Research Methods unit and the theoretical work involved in the 
dissertation. 
8.7. Z The role of theoretical input in learning about research 
Despite the participants' general appreciation for the task-based approach to the 
Research Methods unit, claims were also made for more theoretical input from 
lectures and reading materials. Ibis reaction may have been due in part to the 
teachers' individual cognitive styles and personal beliefs about teaching and learning. 
It may also reflect the participants' prior experiences in different learning and 
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instructional contexts, given "the strong cultural tradition of transmission-oriented 
teaching and learning in Asian education" (Pennington, 1996: 342). 
In the case of these teachers the perceived need for a more theoretical orientation 
to the process of learning about research can also be seen as an indicator of the 
relevance of theoretical input to the process of learning about a new subject like 
Research Methods. Unlike language teaching methodology research methods 
represented for this group a completely new field and a domain where they had no 
previous experience to draw upon. Thus one of the main differences between 
learning to teach and learning to conduct research resided in the lack of schematic 
knowledge of the world of research when compared with the schematic knowledge 
that they possessed of the world of teaching. Whereas the improvement in their 
classroom teaching abilities could be built, to a large extent, on their past experience 
and personal theories of practice, no relevant knowledge and experience of research 
was available to them upon which they could draw as learners of research. 
This may have been complicated by a number of factors inherent in the 
instructional context and the pedagogical orientation to the Research Methods unit. 
Given their position of detachment from work, the inductive task-based approach 
presented the group with many opportunities to learn from experience, in a reflective 
and collaborative manner. However, it represented a multi-stranded approach where 
the focus was placed simultaneously on subject matter (research methods), language, 
and teaching methodology. 
Such an approach may have been beneficial in boosting the teachers' reflective 
abilities and in encouraging them to adopt an inquiring stance to practice at an 
observing and "tinkering" (Huberman, 1992; 1993) level. This may have made the 
learning experience of value to the teachers but also confusing for them to the extent 
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that it may have contributed to the teachers' lack of focus on subject matter (research 
methods) as they were encouraged to attend to aspects of a practical nature while 
concerned with the theoretical preparation to become competent users and producers 
of theoretical discourse. Thus underlying the teachers' claims for more theoretical 
input was the perceived need expressed by some to be provided with theoretical 
models and frameworks that they could use for the dissertation. 
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CHAPTER 9- THE TEACHERS AS RESEARCHERS 
In this chapter the analysis will focus on the teachers' experience of designing, 
conducting and writing up their dissertations as a traditional course requirement. 
The dissertation had to be in an area of study with a direct relationship to the 
topics of TEFL, and it counted for a third of the total assessment. It is a substantial 
piece of work (10-12,000 words), and students were encouraged to do a small scale 
empirical study, under the guidance of a supervisor. 
9.1. The process of planning and designing the research studies 
Much of the work involved in producing the dissertation is undertaken during the 
second year of the B. Ed. course. Given the empirical nature of the studies, the 
fieldwork is usually carried out by the teachers in their home countries during the 
summer vacation where they can address questions of particular interest to their 
professional context. The teachers therefore had to start planning and designing their 
research studies in the third term of the first year of the course. 
9.1-1. Choice of topic areafor investigation 
Selecting a topic for investigation and choosing the appropriate research 
methodology was the teachers' first encounter with a formal research project of their 
own. At this stage it was not unusual for the participants to experience mixed feelings 
of excitement, confusion and deep concern about conung to terms with what some of 
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them would call "real research", as opposed to the practical research tasks they had 
done earlier in the course: 
I was feeling this urge, you know, to start doing some real research, I mean 
to put into practice what I've learned so far, and see how it really works. 
(i2lcn) 
It has been very exciting and quite a challenge to plan a real research, but 
I'm a bit too scared that I'm not able to get it right. (I2/F/6) 
I'm quite eager to carry it out. In a way I've found a topic but I haven't put it 
into words yet. (12/G/7) 
Well, after I chose the topic of my research I was very excited about the idea 
of doing it. (13/E/2) 
Reflection on past teaching experience was an important source of inspiration for 
the teachers' choice of topic areas for investigation: 
when I was told to think of a topic for my dissertation, I started thinking of 
what had been the worst experience that I had gone through in my teaching 
life. [ ... ] so I started asking myself why as a teacher who's often very 
energetic and who's willing to change, was I at that time very negative about 
the process approach? And then I was wondering how will the other 
teachers think about this process writing, and this was something I would 
like to know, and that was how I got the idea for my investigation. (13/E/1) 
before I came to the B. Ed. course I was exposed to the process approach, 
but because I was teaching an examination class I di&t have the chance to 
really carry it out. During the time I have spent on the B. Ed. course I have 
read a lot about it, and so I got more curious about it, I wanted to see how 
far it has been going on, how far the teachers are really implementing it, 
using it in class, so thaVs why it was something important to me. I wanted to 
see whether it was really successful, whether there were any changes, you 
know, for the pupils. (13/C/1) 
One third of the teachers interviewed revealed an interest in focussing their studies 
on areas of recent developments in the educational scene of their home countries. 
These topics were related to new approaches to the teaching of reading and writing in 
the Malaysian schools: 
My decision was on the grounds of the recent implementation of the process 
writing approach in Malaysia. (13/C/1) 
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This process writing [ ... ] has been only recently 
implemented in Malaysia, 
[ ... I if I'm not mistaken it was in 1991, so it is because of that very recent implementation that I would think it is good that we look into it, that I look 
into it. (13/E/1) 
Well, in tile first place, there is this reading project in our schools in 
Malaysia, so I thought this was ail interesting area for me to look into for my 
dissertation. (13/H/1 ) 
In a number of cases, the choice of topic represented an attempt to seek answers to 
professional questions that had arisen before attendance on the course: 
It was because I've been interested in listening and speaking, and in my 
previous initial training course in my country I had some exposure to it, and 
I became interested in it during that course, you know, so I thought, since I 
had some knowledge about it and wanted to find out more about it, it would 
be easier for me to do something on listening and speaking. (13/13/5) 
before coming here I've done some communicative tasks with my pupils, 
[ ... ] through my experience I've found that some tasks create some frustration on me because they do not give the required effects expected 
from me, so I find that it's very frustrating. Why is it that these tasks don't 
work with my pupils? And having come here I've decided to do the 
dissertation on that problem. (131111) 
Table 9.1 summarises the answers provided to item 2 of questionnaire 3 eliciting 
information about the main sources of inspiration for the choice of topic for the 
dissertation. 
Table 9. ]-Main sources qfinspiration. for the choice of topics for the dissertations 
Main sources of inspiration for the choice of topic areas for the dissertation N 
*Reflection on past teaching experience promoted by attendance on the B. Ed. course 6 
eDiscussions "ith tutors 4 
*Past professional concerns brought into the B. Ed. course 3 
eClassroom discussions 
*Discussions with colleagues 
*Mix of different sources 6 
Total 21 
Half of the teachers (n=10) claimed that their choices of topic areas for research 
emerged either from reflection on past professional experience promoted by 
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attendance on the B. Ed. course or from discussions with tutors. Three participants 
claimed to have sought in their studies answers for questions that were already in 
their minds as professional concerns before participation in the course. Two teachers 
chose to focus on topics that emerged directly frorn classroom discussions and 
discussions with colleagues. Six teachers considered their choices to have been based 
on a number of equally important sources (readings, discussions with tutors and 
peers, and reflection on past practice). 
The topics addressed by the teachers in their dissertations covered a relatively 
large number of areas and sub-areas as listed in Table 9.2. 
Table 9.2-Distribution qflopic areas oj'ihe teachers' dissertations 




Learners' reading strategies 4 
Reading comprehension I 
Learners' reading habits I 
The teaching of reading 2 8 
Teachers' approaches to process writing 4 4 
Task analysis 
Use of language on task 2 
Communicative task analysis 1 3 
Common core approach to Teaching English for Academic Purposes I I 
Mixed-ability classroom management I I 
Teachers' use of textbooks I I 
Teachers' attitudes towards the use of vernacular in schools I I 
Teachers' beliefs, about language teaching methodologies I I 
Teachers' and learners' perceptions of language learning I I 
Total 21 
From an institutional point of view, the variety of choice of topic areas directly 
related to aspects of practical relevance to foreign language classroorn teaching and 
learning may reflect the acknowledgement of the wealth of experiential knowledge 
brought by the participants into the instructional context. 
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However, there was also a particular incidence on reading and writing as topic 
areas for investigation, as chosen by 12 participants. This particular interest in 
reading and writing may have had at least two main causes. One is the teachers' 
practical intent on the course, especially in relation to areas of particular relevance to 
their professional contexts (as revealed by the teachers at interview). Another cause is 
recency, given the fact that they were doing the course units on reading and writing 
when the topics for the dissertation were chosen. 
Apart from these reasons, there was also the possibility that the particular 
incidence on reading and writing might reflect in a more or less sophisticated way the 
tutors' own interests within their specialist areas. However, the teachers' answers to 
items 18.1 and 18.2 of questionnaire 3 jable 9-3) appear to contradict this suspicion. 
The tutor played an important role as a source of support with narrowing down the 
scope of inquiry and transforming the research interests into manageable research 
questions. Yet autonomy of choice was valued by the majority of the group (n= 17) as 
they rejected the idea of pursuing a research topic assigned by the tutors. The answers 
provided to itern 18.2 are reassuring in this respect, as they indicate that the majority 
of the group (n=16) were satisfied with the choice of topics for investigation. Only 2 
teachers were uncertain about their choices, and 3 respondents claimed they were 
dissatisfied with the topic they had opted for. 
Table 9.3-The leachers'prejerence. f6r topics qf dissertation assigned 
by the twors, and satisfaction with the choice qflopics 







*I would have preferred to be given by the 
tutors a list of topics from which to choose 
the topic for my dissertation. 3 2 11 5 21 
of wish I had chosen a different topic for my 
dissertation. 3 2 5 11 21 
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9.1.2. Choice of method 
In the process of planning and designing their research studies, the teachers' tendency 
was to give priority to the choice of method over the definition of research objectives 
and the formulation of researchable questions. 
This was a salient point in the observation notes of the plenary session where the 
group were first formally exposed to the reality of planning and designing a formal 
research project: 
During the coffee break sorne teachers came to me and asked questions of 
the kind: What do you think I should be using, questionnaires or interviews? 
Do you think it's all right if I interview the teachers to know what they think 
about teaching language C0111111LInicatively? I felt rather embarrassed at the 
idea of saying something that might influence their decisions one way or the 
other. Eventually I decided to suggest that they discussed such matters in 
their groups and with the tutors. The teachers' questions revealed great 
concern with the choice of method and technique before defining research 
objectives and narrowing down the scope of their studies. (FN/14/3) 
This tendency, which is probably common to most beginner researchers, was 
confirnied by the general agreement shared aniong the group that the methodological 
decisions took precedence on focal decisions, so that the teachers' could use the 
research techniques that they believed would suit best their perceived abilities and 
skills as researchers (Table 9.4). 
Table 9.4-Choice oj'research instruments to suit the leachers'research abilities 







eFor my dissertation I chose a topic that I knew I 
could investigate through using the research 
instrwrients that I had previously in mind. 4 12 5 21 
*in my investigation I used the research instrurnents 
which I felt more comfortable with. 8 13 - 21 
One reason for researchers not restricting themselves to one particular method or 
technique is to allow for possible changes of direction in the research project 
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(Blaxter, Hughes and Tight, 1996: 97). Such changes can be imposed by external 
circumstances (e. g. difficulty of access to informants), or suggested by either the 
literature or the empirical data. No empirical evidence was found in the teachers' 
testimonies to suggest that their methodological choices were made with such 
principles in mind. However, their initial tendency to base focal decisions on 
methodological options had some consequences for subsequent stages of the studies. 
In methodological tenns, it did not appear to have had great effects, as only 4 
teachers claimed to have found themselves in a position of making changes to their 
research instruments in order to be able to address their research questions in an 
appropriate manner (Table 9.5). 
Table 9.5-The leachers'decision to change the techniques of'data collection 
Yes to some Total 
Item 17.2 of Questionnaire 3 extent No (n=2 I) 
During my research I had to give up some research 
instrument and design a new one in order to collect adequate 4 17 21 
data for my investigation. 
However, in terms of focus, a larger number of teachers claimed to have faced the 
need to readjust the focus of their studies in order to cope with methodological 
problems: 
My initial plan was to do something on familiarity of tasks to promote 
fluency and accuracy. But then when I collected my data there was 
something wrong there [ ... ]. So as 
I got through the raw data with my tutor, 
she suggested that I tried on this topic, and she gave me one week to decide 
whether I would like to try it or not. It was some kind of methodological 
problem. (13/G/ I) 
As shown in Table 9.6,13 respondents who claimed to have changed the focus of 
their studies due to methodological mistakes may have experienced a similar 
situation to that described above. Nevertheless, a reasonable number of teachers 
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(n=9) also claimed to have moved away from their initial decisions in order to pursue 
new questions suggested by the analysis of the data. 
Table 9.6-Afain reasonsfiv rýlbczissing the studies 
Yes to 
Items 17.1 and 17.3 of Questionnaire 3 Yes some No Total 
totally extent (n=2 I 
-During my research I had to change the focus of my 
study because the data I collected was not adequate to 
answer my initial research questions. 2 11 8 21 
eDuring my research I had to change the focus of my 
study because new questions emerged from the analysis 
of the data. 2 7 12 21 
There is some ambiguity in these results given that 6 of the teachers who answered 
"Yes totally/Yes to some extent" to the second item were the same who provided 
identical answers to the first itern. It may have been the case that these 6 respondents 
changed their initial plans for both methodological and interpretative reasons. 
Nevertheless, it is possible to state with some degree of certainty that at least 3 
teachers readjusted their focus in order to pursue new questions suggested by the 
data. The following testimonial illustrates this situation: 
When I started off my title was something like about teacher talk, and 
whether the teachers' experience would have any bearings on the way they 
talk and they handle a class. But as I went along, during my observations I 
found that it is not really experience that matters. [ ... ) So I changed my initial topic of research on the basis of my own observations. (13/F/1) 
Whatever the case this was part of a leaming experience of research as a non- 
linear process. Equally important as a learning experience of doing research was the 
process of developing the research instruments. In this respect the teachers' general 
tendency was to rely on the tutors' advice and on the models suggested by the 
research literature for their inethodo logical decisions (Table 9.7). 
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Table 9.7-Sources qfsupporl with the methodologi, and techniques of research 
Yes to 
Items 17.4 and 17.7 of Questionnaire 3 Yes some No Total 
lIX 
F 
totally extent (n=2 I 
*The research methodology which I adopted in my _ 
study was similar to the research methodology used in 
other studies that I read. 3 16 21 
411 designed my research instruments according to the 
indications given by my tutor. 3 11 7 211 
Questionnaires were the technique most frequently used by the teachers (I I out of 
21 teachers used it as a data gathering technique). hi some cases questionnaires were 
used in association with other instruments such as interviews, tape recordings, and 
introspective techniques (talk aloud and think aloud protocols). The frequent use of 
questionnaires was probably due to the pervasive nature of this research technique. 
Coming from a country where research is done by the central educational authorities, 
questionnaires are the most usual means of data collection. Furthermore, this was a 
particularly suitable instrument for the teachers to survey the people involved in their 
studies within the short time available for fieldwork and completion of the 
dissertation. 
9.2. Main difficulties in doing formal research 
As stated by one of the teachers, "I dont think any of the stages in doing research are 
easy" (13/A/5). However, certain stages and corresponding tasks involved in the 
research process appeared to have created more difficulties than others. 
This was confirmed by the information elicited from the group via item 6 of 
questionnaire 3 (completed after the dissertation was submitted). 
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Table 9.8-The leachers'perceptions of the most difficult stages Qf the dissertation 
(n=21) 
At which of the stages of your dissertation did you face most 
difficultics? N Totals* 
Structural 
*Forrnulating researchable questions 11 
eChoosing the topic of dissertation 6 
*Choosing the most appropriate methods of data collection 6 
*Selecting the relevant reading materials 6 
-Structuring the different chapters of the dissertation 5 34 
Strategic 
*Gaining access to the people involved in the study 5 
*Getting answers back from the people involved in the study 3 8 
Technical 
*Designing the instruments of research 13 
*Style of presentation (writing up the dissertation) 10 
ePiloting the instruments of research 3 26 
Interpretative 
*Making sense out ofthe data collected 17 
-PDiscussing the results in articulation with the literature 11 
*Conducting the literature review 10 
*Accounting for the validity of the results 8 
eDiscussing the implications ofthe results 8 54 
*multiple responses (n= 122) 
The figures displayed in Table 9.8 reveal that the greatest difficulties were with 
tasks of an interpretative nature, a Situation which is probably scarcely unusual to 
beginner researchers. Such difficulties included making sense out of the data 
collected, discussing the results of the studies in articulation with the general theory, 
and discussing the literature relevant for the research projects. As explained by the 
teachers: 
especially analysing the data, if I knew what to do I could do it, and then it 
wasn't a problem, but there were times when I was stuck and I didn't know 
what to do and how to go on. And that's when you feel just like giving tip, 
despaired and qtiitting. (13/13/1) 
To get the relevant reading materials, and then especially to analyse the data. 
(13/G/7) 
the most difficult was to analyse the data and to discuss it. (13/1/4) 
Other interpretative problems mentioned by the teachers were accounting for the 
validity of the results, selecting the reading materials relevant to their particular 
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topics of research, and discussing the implications of their results. In this last respect, 
difficulties were perceived at two main levels, both theoretical. In some cases, it was 
difficult for the teachers to establish "internal" relationships, i. e. to make possible 
connections between the different aspects emerging from the studies: 
I suppose rll face some problems with the language that rm going to use to 
say what the results are, you know, to relate the different bits of the findings. 
I mean, in following some kind of framework. (13/A/7) 
At another level difficulties were felt in establishing "external" relationships, i. e. 
interpreting and discussing the results of the studies in articulation with the wider 
theory and with previous findings reported in the literature, as well as discussing 
possible pedagogical implications of their findings: 
I've found it a bit difficult, you know, to relate the findings directly into say, 
for example, literature review, into the theories. (13/A/5) 
I think when it came to the discussion that was also a bit difficult I think 
because you have to relate to the literature. (13/C/1) 
I would say the most difficult part was trying to relate what I've discovered, 
the findings of my research, and trying to relate its implications on the 
subject area, for example what rve found out from my research, [ ... ] how 
would I relate this to the final part of the dissertation, for example in my 
recommendations. (13AHV5) 
Other major difficulties were felt at the structural and technical levels. At the 
structural level the main problems were with focussing the studies, making 
appropriate methodological decisions, and structuring the final report (the 
dissertation). At the planning stage, one of the teachers' main difficulties was in 
narrowing down the focus of their studies. This was probably due to the teachers' 
initial tendency to concentrate on making methodological decisions rather than on 
defining the objectives of their studies, as discussed earlier. 
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Difficulties in the process of writing up the dissertation were explained by the 
respondents in relation with the problems faced in adapting to the academic style of 
reportmg research: 
I find it difficult to put it into words. Detecting is not a problem, but to 
express it is a problem, and try to relate it with the literature. [ ... ] Because the genre, the academic style is my problem when I try to connect and to 
express in terms of discussion and analysis. But this is the first time I'm 
doing academic writing on research. (IM/4) 
In this respect, the teachers faced a two-fold problem: initiation into a research 
community and initiation into a discourse community. Although the course and the 
Research Methods unit focussed on both of these aspects, it was at the level of 
producing the dissertation that the teachers appeared to have faced the hardest test, in 
spite of having served a stem apprenticeship through producing around 20 substantial 
essays during the course. The point that needs to be made here is about an apparent 
discontinuity in the teachers' thinking between assigments and the dissertation. All 
the assignments on the B. Ed. course were presumably written in an "academic style". 
This suggests some failure on the part of the tutors to help the teachers make the 
connection between the academic style of assignments and the academic style of the 
dissertation and so boost their confidence as producers of academic discourse. 
At the technical level, the main difficulties were perceived in developing the 
instruments of research, and in summarising and presenting data and results in an 
appropriate manner: 
coming up with the final version of the questionnaire was a bit difficult, 
probably because I didrft have the experience of doing research, I thought 
everything was important, you know, I wanted to put in a lot of questions. 
And at that time you think that's really important, but when you analyse your 
data you find that some of the questions are redundant, you don't really need 
them, and you only pick on the salient questions to really bring out the 
results. (13/C/1) 
251 
I felt that coming up with the questionnaire itself was quite difficult. 
(13/13/4) 
and most importantly is the statistics part, we didn't know actually whether 
to find the data in frequencies or to use percentages, which is the best 
method for our kind of data. (13/C/1) 
Apart from lack of expertise in questionnaire design, this kind of difficulty was 
experienced in result of lacking focus of investigation: 
designing the questionnaires was quite difficult, because at that moment I 
didn't have a focus, you know, so I just designed it and some things are not 
relevant. (13/G/6) 
For comparative purposes the Chi-square test was applied to the total count of 
frequencies observed for the difficulties faced at the different levels of the research 
process with the practical research tasks assigned on the Research Methods unit and 
the dissertation. 
Table 9.9-1)ýIjicullies with research: comparison between the two modes 
qfinvolvement in research (n=21) 
Levels Tuition Immersion Total x2 D. f P. 
Structural 15 34 49 7.3673 1 . 
0066 
Strategic 19 8 27 4.4815 1 . 0343 Technical 56 26 82 10.9756 1 
. 
0009 
Interpretative 31 54 85 6.2235 1 . 
0126 
Total 121 122 243 
The results of the test, displayed in Table 9.9, reveal a significant association 
between the technical difficulties (p = . 0009) and the strategic 
difficulties (p = . 034-3)) 
with the tuition mode. Equally significant is the number of references to 
interpretative difficulties (p = . 0126) and structural difficulties (p = . 0066) associated 
with the immersion mode (i. e. the dissertation). 
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9.3. Main coping strategies 
Two main types of strategies were adopted by the teachers to cope with the 
difficulties they faced with the dissertation. One type of strategy can be described as 
"extrinsic forms of support" as they constituted sources of help external to the 
research studies themselves (seeking help from tutors, colleagues and friends, as well 
as turning to the literature). As opposed to this type of coping strategy, a different one 
involved the teachers in addressing the problems in ways inherent to the process of 
doing research, and thus will be described as "intrinsic forms of support". 
9.3.1. Extrinsicforms of support 
In discussing the experience of the teacher-research institutes at Towson State 
University, Maryland, with highly-motivated teachers involved in classroom research 
as part of a non-credit learning experience, Neubert (1989) emphasises the 
importance of the tutor's psychological support and praise to fuel the students' 
morale as researchers. In the case of the group in the present study, guidance and 
support from the tutors also appeared to have been central to successful 
accomplishment of the research projects. 
Two main dimensions were accorded to the role of the tutor who was seen as 
either an academic authority (the role as an advisor) or a facilitator and a source of 
inspiration (a morale building and maintenance role): 
[What do you feel has helped you most to find your way through doing your 
research and your dissertation? ] 
Very easy: G., my tutor. He was a pillar of strength. (13/F/4) 
it took me about one month to get my first topic, to discuss it with my tutor, 
and then we discovered that it wouldn't really suit my, you know, what I 
wanted to find out [ ... ]so we worked the topic It took some time, yes, it took some time. (13/A/1) 
My tutor was really important. I think without the support from my tutor I 
would have not known how to really go about tabulating [data]... (13/C/1) 
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So as I got through the raw data with my tutor, she suggested that I tried on 
this topic actually she was not imposing, she was just suggesting. 
(13/G/1) 
I had to discuss the implications of especially the findings of the "pre-pilot" 
questionnaire with my tutor in order to design a more relevant research 
instrument. (Q3/01) 
The crucial role of the tutor as an advisor and facilitator of the process of 
conducting and reporting the research projects is confirmed by the figures displayed 
in Table 9.10. 
Table 9.10- The teachers'perceplions oj'fhe tutor as a source of help with the process 
qfconducting and structuring the dissertation 
Yes to 
Items 17.5 and 17.6 of Questionnaire 3 Yes some No Total 
totally extent (n=2 1) 
*My tutor suggested to me how I should go about 
conducting my research. 2 17 2 21 
*My tutor gave me indications on how to structure my 
dissertation. 3 13 5 21 
In describing his experience of teaching research at doctoral level at Indiana 
University, Bean (1987) places tutorials at the fulcrurn of the process of identifying 
research problems. Returning to a formal context of instruction for academic 
certification after a number of years in practice may represent for many teachers a 
return to a situation where they are in a position of dependence on tutors in order to 
meet course requirements. This feeling of dependence is likely to be even stronger 
when successful completion of a degree involves entering a new territory like doing 
and reporting research. This is even more unsurprising in view of the "mystique" of 
writing a dissertation: typically students see the dissertation in terms of a finished 
product of a particular kind with which they feel unfamiliar. 
In addition to the support received from the tutor, exchanging ideas and discussing 
matters with colleagues, as well as calling upon friends and relatives for access to 
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information were described by some respondents as procedures facilitating of the 
ýrocess of conducting their studies: 
I had quite a lot of support from my supervisor and from my colleagues as 
well [ ... ] because I tended to talk about the topic and that sort of thing, and 
people made suggestions. (13/D/4) 
I have friends in that school where I conducted the study, and these friends 
have been very helpful, I received a lot of help and co-operation from them 
in getting the pupils to answer the questionnaires and to collect them for me. 
(BA1114) 
when I went back home I was speaking with my sister, and she told me why 
don't I put it out in another table all together showing everyone's 
perceptions. So I took her advice and I did that, and I put it all together, you 
know, so that you can see the differences in the perceptions. But if it wasn't 
for my sister I would have been stuck, you see. (13/B/2) 
Tuming to the literature was perceived by some teachers as a helpful way of 
minimising the problems posed by the different research tasks: 
One way was by doing a lot of reading on research other people have carried 
out. How they relate it and how they put it in writing. I've been re-reading 
some of the papers and looking at how other authors describe the discussion 
and analysis of the data. (13/1/4) 
I just read, read quite widely and when people asked questions or raised 
issues I just took notes, and then I sort of tried to see how is this relevant to 
my own situation, what do I want to know about my own situation[... 
(13/D/4) 
So in order to find out how [discussing the implications of the results] has 
been carried out, I had to read articles by the other researchers. (13110) 
Similar claims were made in the answers to the open-ended question formulated in 
item 8 of questionnaire 3, eliciting information about what the teachers had done to 
overcome the problems faced with the most difficult stage of the dissertation: 
Through discussions with friends and the tutor, and reading research reports 
and other works related to my own topic. (Q3/03) 
I discussed with my tutor, and I referred to studies or research done, 
especially to see how to present my literature review. (Q3/06) 
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Reading up other research reports on similar topics and also related 
literature. (Q3/09) 
Discussions with peers and my tutor. (Q3/15) 
Refer to previous research done in this area, plus discussion with tutors and 
discussion with other research students. (Q3/18) 
Reading as much research papers as possible, how they relate theories to 
their findings, discussions, etc. (Q3/22) 
Using research papers/reports as models of the different steps and tasks involved 
, in conducting and writing up research studies, explains in part the teachers' tendency 
to read more during the period of immersion in research than during the time they 
were exposed to formal instruction in research methods, as discussed in Chapter 7. 
These findings also appear to be consistent with the teachers' general orientations 
and motivations to read research to suit their most immediate goals. The use of 
research literature as a source of support with the dissertation also accounts for the 
closer attention that the teachers tended to pay to methodological and interpretative 
aspects of the research reports/papers during immersion in research than during 
tuition in research methods. 
9.3. Z Intrinsicforms of support 
A number of intrinsic forms of support were described by the teachers in relation 
with structural and methodological decisions. 
The changes that some of the teachers had to make to their initial plans constituted 
strategic ways of coping with problems of data collection. Some of the difficulties 
faced during field work resulted in part from the teachers' urge to adopt a particular 
methodology and technique of research without giving careful consideration to the 
problems which were likely to occur in gaining access to information. Returning to 
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the field in order to gather more valid and reliable data through using additional 
research tools was one way of addressing such difficulties: 
I went for classroom observation, right? So not many teachers wanted to be 
observed. [ ... ] So the first week I went and asked, 
but nobody wanted to 
volunteer, nobody. I was so frantic I even got back to my tutor, and then I 
kept praying and praying and praying, and then I asked my friend. He 
managed to find some people for me, some volunteers [ ... ]. After all I got 
eight volunteers, but I don't think they were volunteers, they just helped me 
because I was really frantic. [ ... ]I went back 
for my second research, data 
collection, those teachers that I interviewed I had to explain to them the 
underlying reasons for it. (13/F/1; 9) 
In cases where it was not possible to return to the field, the decision was to refocus 
the studies and redefme the methodological approach: 
Re-categorising the major aspects of my investigation, and narrowing down 
my focus further. (Q3/07) 
[at home] they had problems in understanding [the questionnaire] because 
there were things like ESP [ ... ] EAP and 
Common Core Approach, so 
people were not quite familiar with those terms. [Thus the need] to prepare 
another questionnaire [ ... ] but because time was running 
[ ... ] we decided 
then to design interviews instead of questionnaires [ ... ] which I conducted at 
the Language Centre and with some M. Ed. students here at the School of 
Education. (13/A/1) 
Adopting a self-critical stance and acknowledging the limitations of the studies 
was another way of addressing methodological problems. 
Well, there's one way of looking at it now. I just touch upon my limitations 
as part of the chapter about my methodology of study. I try to explain that if 
I had done things in a different way, then the results might have been 
different. This is the way I had to try and amend my weaknesses. (13/E/3) 
Re7examining the data and reformulating the analytical framework was one way 
of coping with the interpretative difficulties in analysing the data, and in discussing 
and validating their own findings, as claimed by 2 of the respondents: 
Reading on the method of Reading Miscue Inventory many times, and 
checking my transcriptions, tape scripts, and entering data in the coding 
form over and over again. (Q3/2 1) 
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Categorising my data several times. (Q3/14) 
These results compare positively with the answers provided by the group to item 
10 of questionnaire 3, where they were asked to indicate the most helpful forms of 
support with the dissertation. 
Table 9.1 ]-The leachers'perceptions of the most helpful sources ofsupport 
with the dissertation (n=20) 
Most helpful forms of support lArith the dissertation N* 
eReading on the topic of dissertation 20 
*Reading research papers/reports 18 
Consulting Nvith tutor 16 
Reading on research methods 13 
*Exchanging ideas with colleagues in the group II 
Attendance on the Research Methods unit 7 : 
Exchanging ideas lArith other teachers Nvith experience of doing a dissertation 4 
@Attending specific lectures/seminars on research methods 3 
*multiple responses (n=92) 
As depicted in Table 9.11, reading for research and consulting with the tutor were 
the sources of support eliciting the largest numbers of responses. Attendance on the 
Research Methods unit was also perceived by a third of the teachers as a beneficial 
source of support with their research studies. 
In item II of questionnaire 3 the group were asked to choose from the previous 
list the form of support that they perceived to have been the most helpful one. 
Figure 9.12-Alost helpfulfi)ryn ql'support with the dissertation (n-21) 
Most helpful fonns of support "rith the dissertation N* 
*Consulting with tutor 10 
*Reading research papers/reports 7 
*Reading on the topic of dissertation 2 
oExchanging ideas with colleagues in the group 
*Attending specific lectures/serninars on research methods 
As represented in Table 9.12, tile tLItOr was selected by half of the respondents. 
This was a predictable result given the fact that not only did the teachers have great 
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contact with tutors of the different taught units, but they also spent a long time in 
tutorials for the dissertation. 
9.4. Involvement in research for professional development 
9.4.1. Development of reflective abilities 
Given the teachers' tendency to focus their studies on a range of areas directly related 
to Practical questions in the English language classroom, it is not surprising to find 
that the results of the studies served to validate either totally (as claimed by 6 
participants) or in part (as claimed by 10 respondents) some of their intuitive theories 
of practice, as represented in Table 9.13. 
Table 9.13-The feachers'perceptions oj'their researchfindings as a means of validating their 
personal theories qfpractice 
Yes to 
Item 17.8 of Questionnaire 3 Yes some No Total 
tota y extent (n=21) 
The results of my research confirmed what I already 
_knew 
from my own teaching experience. 6 10 5 21 
The incidence of the teachers' projects on aspects closely related to practice and 
the practical nature of the outcomes of the studies may also account for the general 
agreement shared among the group that the findings of their studies have direct 
implications and applicability to their own contexts of practice, as shown in Table 
9.14 
Table 9.14-Levels oJ'agreement amongst the group that their research findings have direct 
implications and applicability to their own leaching context 
Strongly Not Total 
Items 18.6 and 18.7 of Questionnaire 3 agree Agree sure Disagree (n=2 I 
-The findings of my research have direct 
implications to my own teaching context. 11 9 - 1 21 
*I can apply the results of my research to my 
ovm teaching practice. 11 7 3 - 21 
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In discussing the relevance of the outcomes of their studies to the real context of 
practice, some teachers explained how involvement in research for the dissertation 
provided them with insights into tile theoretical frameworks underlying different 
teaching approaches and techniques, and helped them to refine their espoused 
theories in articulation with the wider theories of the profession: 
the idea of a common core approach is very much in existence. [ ... ] now I 
understand the reasons why certain things need to be done in a certain way, 
and I'm going to apply it when I go home, it's very important. (13/A/8) 
now I'm more aware of how I present a lesson and the way I interact with 
the students. You know, the way I go about doing things will determine how 
much they will learn, and how interested they will be in what I'm going 
to present. (13/13/6) 
now I can connect the theory with my practice [ ... ]. I can tie 
in my practice 
to this theory. Last time I just did it procedure wise and I said I don't know 
what it is but it is done like that. (13/F/6) 
Like the Research Methods unit the dissertation was also perceived as an 
awareness-raising process which entailed a reflective, self-scrutiny exercise that 
enabled the teachers to judge critically certain aspects of their own practice and to 
challenge personal beliefs and theories: 
Doing the dissertation raised my awareness, and I found out about all tile 
wrong approach I have applied in iny classroom. (Q3/22) 
sometimes I've thought I'm doing well, there's no problem, but at times [ ... ] 
there has been an awful lot of things that have happened in the past that 
have showed me new directions in doing things. (13/A/7) 
This, in turn, encouraged them to view their professional role from different 
angles, and to plan to take a more innovative approach to future practice: 
knowing that the pupils are aware of it [the process writing approach] and 
are ready to accept it will help me when I go back to really try it out. 
(13/C/2) 
I've gained quite a lot of awareness and that perhaps would save me from 
doing certain things or avoiding certain things I would have taken for 
granted or seen thern as normal. (13/D/ 10) 
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I think that it [doing the dissertation] certainly means a lot to me, [ ... ]I was 
very sceptical about the process writing before I came here, right now I feel 
there's a need to train the teachers back home [ ... ] because some people like 
me have a very strong feeling for my traditional approach [ ... ]. (13/E/3) 
One recurring theme in the teachers' accounts was their preoccupation with the 
professional relevance of the different forms of involvement in research on the 
course. To some extent this contradicts the idea suggested by the teachers' focus as 
readers of research (Tables 7.1 and 7.2, Chapter 7) that the dissertation was likely to 
encourage greater interest in research itself than in practice. This, however, may be 
partly explained by the practical nature of the topics of the dissertations, and partly by 
the general orientation of the B. Ed. course to build on the participants' experiential 
knowledge to encourage examination of experience in articulation with underlying 
public theories (Students Handbook and Syllabuses, 1993-1995). 
9.4. Z Development of research knowledge and skills 
As we have seen in the previous chapter much of the knowledge acquired during 
formal tuition in Research Methods was perceived by the teachers as being 
procedural in nature, mainly in association with a number of different tasks and 
activities at the structural and technical levels. These same skills were further 
developed through involvement in the dissertation. At this stage some participants 
believed they had also developed procedural knowledge of a number of strategic and 
interactional aspects involved in the process of doing research. This is best illustrated 
by the references to issues of an ethical nature (access to and anonymity of 
informants) made, for example, by one of the respondents: 
I think that the actual task of carrying out the research has taught me a lot of 
things. Things like you can't simply go to a school and do the research 
without having the permission. And, for example, being very professional in 
the way of conducting the research, so as not to put the schools or the people 
involved in the study in a compromising and sticky situation. And also 
261 
how to go about collecting data, we have to be very tactful in taking the 
teachers and pupils involved, and how to collect data, the actual data which 
we want, how to design the questions. [ ... ] These are some of the things 
which I've learned while doing this dissertation. (13/11/8-9) 
Whereas during the period of formal tuition in research methods much of the 
learning was perceived to have taken place at the procedural level of a number of 
structural and technical issues, during the dissertation most of the perceived learning 
gains were described by the teachers in terms of the interpretative skills as a result of 
conducting and writing up their research studies: 
it's made me more knowledgeable about all these things of how to analyse 
my data, how to understand what my data represents, and the importance of 
my results, and how I discuss my results, the implications of my results, and 
so on and so forth. (13/G/8) 
And apart from that knowledge [of the research topic] it was also knowledge 
about how to go about conducting data analysis, and how to go about 
presenting my recommendations from what I have found in my data. (B/1/7) 
To some extent, these claims compare positively with the feelings expressed by 
the teachers at the end of the course, that ftirther improvement in their abilities as 
researchers was needed mainly at the structural level. 'Ibis information was provided 
by the group in completing the following open-ended question in item 15(b) of 
questionnaire 3: 
In order to feel more confident in conducting research in the future Ifeel I 
still need to know more about.. 
Twenty teachers responded to this particular open-ended question. Their answers 
were grouped into categories representing the different levels of tasks associated with 
research as listed in Table 9.15. After involvement in research for the dissertation, 
half of the claims made by the teachers reflected a perceived need for improvement in 
their structural abilities, with special reference to the choice of methodological 
262 
approach. A smaller number of references were made to aspects of a technical and 
interpretative nature. 
Table 9.15-The teachers'perceptions oj'fhe abilities they needed 
to develop as researchers (ný20) 
Research skills and abilities N Totals* 
Structural 
*choice of methodological approach 9 
onarrovAng down the focus of investigation 2 
*formulation of researchable questions 1 12 
Technical 
*developing and piloting instrurnents of data collection 4 
*adequate use of references I 
*implementing ethnographic methodology of research 1 6 
Interpretative 
41data analysis 3 
ediscussion of findings I 
*relating findings vAth literature I 
oconducting a literature review 1 6 
*niultiple response (n=24) 
These results can be compared with the information elicited from the group in 
item 13 of questionnaire 3. Here the participants were requested to provide a 
YES/NO type of response when asked if there was anything they would do 
differently if they were to repeat the same research study. Sixteen out of 21 
respondents answered positively. The respondents were then required to briefly 
specify whatever aspects they would consider doing in a different way. Their answers 
are listed in Table 9.16. 
Many of the aspects suggested by the teachers (n=10) were related to activities of 
a structural nature, especially methodological and focal decisions. At the technical 
level changes were suggested by 4 respondents (improvement of research tools and 
use of more appropriate data display techniques). Possible changes at the 
interpretative level (more careful exploration of certain issues, and a more articulate 
discussion of the relevant literature) were referred to by only 2 participants. 
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Table 9.16-The teachers 'retrospective views of the alterations they would introduce 
to their studies (n = 17) 
Changes the teachers would introduce in their studies N Totals* 
Structural 
elmproving the methodological approach 5 
eNarrowing down the focus of the studies 3 
oReading more research studies before deciding on the topic of research I 
,, Organising better the literature review 1 10 
Technical 
4, More careful design of the research instruments 3 
*Using different ways of presenting data 1 4 
Interpretative 
oExploring certain aspects in greater depth I 
oWriting up a better literature review 1 2 
*multiple response (n= 16) 
To some extent, underlying such claims there appears to be a critical perspective 
developed by the teachers on the process of conducting their studies. An identical 
stance was adopted by some of the teachers in the interview sample in discussing, for 
example, the relevance and appropriateness of the data collected for their projects, 
the implications of their findings, and the perceived limitations of their studies: 
One of the most important things I've learned from doing my research is 
that you must be able to account for your methodology and to substantiate 
your results. (13/13/8) 
I've learned that doing research is not just a question of coming up with a 
number of findings, but more importantly you have to be able to understand 
the meanings and the implications of your findings, and to discuss them in 
the context of the literature that you've read. [ ... 
] It's not the quantity of data 
that you get, but rather tile quality and the appropriateness of tile 
information you get for the topic of your research. (13/C/2) 
I thought it was much better to use the questionnaires because then I was 
able to get more respondents than I would have with the interview. And I 
believe this is an interesting point, you know, the number of subjects, the 
teachers in my study not being representative of a wider population. I 
thought that might affect my results, in the sense that it might be pointed out 
as a weakness of my study. Actually it's a point that I've raised, [ ... ] with 
regard to context, because my data was collected in urban areas, and it might 
have been different if it had been collected in rural areas. (13/D/2) 
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These comments corroborate the information elicited from the group in item 15(a) 
of questionnaire 3, as follows: 
* nat I have learned about researchfrom doing my dissertation is 
Doing research requires systematic work of data collection and validation of 
results 
Doing research requires careful thinking andplanning 
The different steps in the research process depend on each other 
Doing research raises awareness ofprofessional aspects often unnoticed 
Research canprovide tentative solutionsfor teachingl7earning problems 
Doing research reveals areas ofteaching where improvement is needed 
Doing research involves critical evaluation of literature and validity of research 
methodology 
Doing research raises awareness ofexisting personal andpublic theories 
Such aspects tended to be expressed by the teachers either in conceptual terms or 
in terms of outcomes. At the structural level, the critical abilities of the respondents 
were revealed in their awareness of the systematic and dynamic nature of research 
(e. g. doing research requires systematic work and careful planning; the different 
steps of the research process depend on each other), as well as on the ability to 
assess methodological options. At the interpretative level, the knowledge of research 
developed by the teachers is revealed in their critical appreciation of a number of 
aspects involved in, and emerging from the process of conducting investigation (e. g. 
doing research raises awareness of professional aspects often unnoticed by 
practitioners, doing research raises awareness of existing personal theories, 
research can provide tentative solutionsfOr teachingl7earning problems). 
Two main conclusions can be drawn from these findings: 
(1) during the period of formal tuition in research methods the teachers acquired 
and developed above all procedural knowledge of structural and technical 
aspects of research; 
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(2) during involvement in the dissertation the major learning outcomes were in the 
teachers' analytical and interpretative abilities. 
9.4.3. Personal growth 
Involvement in research was a learning experience not only in academic and 
professional terms but also at personal level, that is, at the level of learning more 
about oneself and about others: 
learning about myself as a teacher, learning about my colleagues, and 
learning about others, about learners. More than anything. Actually I learned 
a lot about myself, both professionally, academically, and personally. How 
much I could go through. [ ... ] It was sort of a growing and learning 
experience, more for personal growth. (13/F/7) 
The process of learning about and doing research promoted self-discovery and 
self-awareness, and it encouraged the teachers to adopt a more critical stance towards 
themselves and others, and an attitude of open-mindedness to risk-taking and 
innovation: 
I've become more heuristic, everything now I ask. [ ... )I come from a 
country [... where] we learn, just learn, we are treated like a vessel, an empty 
vessel, we just absorb, read, we don't usually question that much. [ ... ] I've become more aware, aware of my own capabilities and the opposite of it. 
[ ... b So in that way I'm very much different and I've become more aware, 
more critical of myself as a teacher. (12/F/1; 4; 8) 
I feel that I'm more professional, more pragmatic, my thinking has really 
changed. I look at things very critically, I just dont accept ideas. (13/E/6) 
Associated to the dissertation was a sense of gratification, self-fulfilment and 
accomplishment, as well as the perception of a boost in self-esteem and self- 
confidence: 
Doing the dissertation was a rewarding experience. (Q3/22) 
there's some satisfaction of having completed something, you know, there is 
something you were doing and you've finished. (I31Bn) 
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it has made me learn quite a lot about research itself, and I think it has given 
me as well confidence, and I think if tomorrow I'm expected to, where it is 
required, I would be confident, you know, to take part in it. (13/D/6) 
I think the most important thing that I gained ftom this research is that I 
gained a lot of confidence in myself, that is something I didn't have at all 
before. (13/E/9) 
Most probably, however, these feelings were not inspired by the dissertation 
alone. Gratification, confidence and self-esteem are important effects of the teachers' 
personal growth, the basis of which may rest on a more general process of 
development reflecting their greater educational abilities: the ability to describe, 
organise, use evidence, analyse, evaluate. And these were developed over time on the 
course. 
9.5. Discussion of results 
The dissertation work provided the teachers with the opportunity to access 
professional literature, reflect on aspects of particular interest to them as 
professionals, and explore in a systematic manner a number of questions that 
otherwise might have remained unanswered. These were probably some of the 
greatest merits of involving the teachers in producing a research-based dissertation. 
However, the academic context had, at least, two major consequences: it perhaps 
reinforced the theory/practice tension, and it restricted the potential value of the 
dissertation as a learning experience about research. 
9.5.1. The teachers'focus as researchers 
It is commonly advocated by professional researchers and research theorists that 
methodological decisions, upon which much of the success of an enquiry is likely to 
depend, must be coherent with the questions and aims of the investigation. The 
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selection of method is a crucial element in the planning of a research study, and it 
should not be decided until the focus and objectives of the study are clearly defined 
(Johnson, 1984: 9-10). In the particular case of the group under observation, these 
guiding principles appear to have been frustrated by the fact that planning the 
research studies was initially viewed by the teachers as a research questions versus 
research methodology dilemma, which tended to be resolved in favour of the latter. 
This appears to be the kind of behaviour typical of inexperienced researchers who 
find it difficult resist the temptation to make methodological decisions without 
careful consideration of a number of strategic and technical aspects: access to the 
field, treatment of data, time limitations, availability of resources. However, even 
professional researchers "prefer those methods of investigation in which they have a 
cumulative expertise, and will tailor the subject of study to make possible the use of 
their well-tried research techniques" (Johnson, 1984: 9). In this respect, the difference 
between professional researchers and inexperienced research students like those in 
this study is that the latter do not possess the tacit and experiential knowledge of 
conducting investigation upon which they can draw to make focal and 
methodological decisions. 
Apart from lack of expertise, there were a number of practical reasons for the 
teachers' tendency to think methodologically at the initial stage of planning and 
designing their dissertations. The planning stage of the dissertation (finding a focus, 
selecting the research method, and developing the research instruments) took place in 
the summer term of the first year of the course. This was a time when the teachers 
were under a lot of pressure caused by the need to fulfil different course requirements 
(attending lectures and seminars, meeting submission deadlines for assignments, and 
preparing for the exam). Being thousands of miles away from home and unable to 
268 
return to the field in order to solve methodological flaws, it was imperative for the 
teachers to get things right from the beginning, that is, to have things sorted out 
methodologically before going away for 3 months and collecting the data for the 
dissertations. This scenario changed with subsequent cohorts. The exam was 
eliminated, and the planning stage of the dissertation started earlier in the second 
tenn. However, in the present case, it explains the teachers' initial tendency to 
concentrate on methodological issues, to see the tutors as one of the most helpful 
sources of support with the dissertation, and to rely on the literature for inspiration on 
methodological approach. It also accounts for the teachers' decisions to use the 
techniques of research that they felt would be easier to develop and administer. 
It is not uncommon for certain research methods to be ruled out by strategic 
impediments, such as course of study requirements and the paucity of resources 
(Johnson, 1984: 9-10). However, due to the teachers' lack of experience as 
researchers, the choice of research techniques they felt more confident with prevented 
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them from attending to a number of aspects (access to information, appropriateness 
and validity of data) that they came to appreciate better at a later stage of data 
analysis and interpretation. As a result, some teachers were faced with the need to 
refocus their studies, refme or redesign the research instruments, or even return to the 
field in order to cope with methodological and technical problems. 
In developmental terms, this was a positive trial-and-effor learning experience to 
the extent that, through revealing the messy work involved in the actual process of 
doing research, it contradicted the view of research, usually conveyed in research 
methods books, as a five-stage linear process of planning, data collection, analysis, 
interpretation, and evaluation. 
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9.5. Z The art and craft of doing research 
In general terms, a comparison between the main difficulties faced by the teachers in 
each of the three modes of involvement in research reveals that in the reading and 
tuition modes the major problems were felt at the technical and interpretative levels, 
whereas in the immersion mode the main problems were of a structural and 
interpretative nature. In Shipman's (1972) terms, the "creative" (structural) and 
"theoretical" (interpretative) stages of the process of doing research were the most 
problematic ones for teachers when undertaking the dissertation work. 
These results appear to resonate with Bean's claim that certain aspects of research 
are unteachable, as he maintains that: 
[r]esearch is a creative process which has distinct elements of a craft we can 
help students learn and an art we hope they can learn. [ ... ] The art of research 
may or may not be learned but probably cannot be taught. (1987: 89) 
It may well be the case that much of the work involved in the structural and 
interpretative tasks inherent to the process of doing research constitutes the creative 
element and the artistry of research. Therefore, these were the most difficult aspects 
to be learned through theoretical input and involvement in practical research tasks 
than the ones related to the technicalities or the craft of research. 
This situation may have been reinforced by the orientation to the Research 
Methods unit. In planning and defming the practical tasks and mini-projects of 
research assigned to the teachers, much of the structural work was performed by the 
tutor. This left the participants with greater scope to focus their attention on technical 
and strategic issues: developing the instruments suitable to address the mini-research 
questions, managing the time and finding the resources needed for successful 
accomplishment of the tasks. At this stage, interpretative difficulties were more 
easily overcome through involvement in forms of collaborative learning: group work 
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and group discussions, feedback from tutors, colleagues, and other teachers with 
previous experience of research. These findings corroborate the claims made in the 
literature for the value of collaboration as an element of encouragement and support 
of teachers'work as researchers. 
9.5.3. Developing as teacher-researchers 
Whereas during the period of attendance on the Research Methods unit the teachers 
perceived they had acquired procedural knowledge of a number of structural and 
technical aspects of research, in completing their dissertations they felt they had 
developed procedural knowledge of interpretative aspects involved in the process of 
carrying out investigation, namely in terms of their analytical abilities, and the 
abilities to interpret and discuss their findings in articulation with the literature and 
with their own contexts of practice. The development of the teachers' knowledge and 
understanding of research over time on the course is best captured in the following 
statement by one of the respondents: 
I feel that I only came to realise better what research is about after I got 
really involved in doing it for my dissertation. That's when I learned more 
about finding meanings in my data, and how it all relates with other people's 
research, I mean, what we read in books and journals, and also I learned 
more how to picture the implications of my findings in practice. (13/F/5) 
In terms of learning about research of an academic kind these results appear to 
confirm the idea expressed in the literature that one cannot turn into a researcher 
simply through theoretical input derived from research methods books. Such 
transition can only be made through involvement in the practices of research (Brown 
and Dowling, 1998: 5). This may be partly explained by the difference between what 
has been seen to constitute the craft and the art of research, as discussed earlier, and 
the difficulty in making the artistic elements of research teachable (Bean, 1987). 
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From this perspective it is likely that the technicalities of research, which constituted 
part of the knowledge of research acquired during the period of formal tuition, 
represented the craft element of research more easily accessed by the teachers 
through experiential and theoretical input. Input and intake appear to be key notions 
in the discussion of the leaming outcomes about academic research on the course. 
Drawing on the distinction between input and intake first introduced by Corder 
(1967,1971) and later developed by Krashen (1981,1982), research in foreign 
language education has provided evidence to suggest that input does not necessarily 
equal intake. Rather learners take in only those aspects of the available input which 
are accessible to them. Accessible input refers to the types of information which are 
noticed by the learners (Schmidt, 1990), that is, which learners are prepared to attend 
to. This may be potentiated by interest in, and by awareness and understanding of the 
input; by recognition of a need for the input; by favourable attitudes towards the form 
of input. In contrast, inaccessible input refers to those aspects for which learners have 
low awareness, low understanding, or unfavourable attitudes, and which are not 
noticed in Schmidt's (1990) sense. It is possible that the relationship between input 
and intake in learning about academic research is similar to that claimed to obtain in 
language learning. If this is the case, and given the fact that the teachers' testimonials 
were collected immediately after each stage of involvement in research, it is likely 
that the research skills and abilities developed by the teachers over time on the course 
were those that they perceived as the most relevant ones at each stage of 
involvement. 
However, as discussed earlier, the literature suggests different meanings of 
teacher-research, and the need for teacher-education courses to take account of 
theoretical skills to enable participants to become competent readers and producers of 
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research of an academic kind, and practical skills required for involvement in 
research of a more practice-oriented kind. In this respect there are encouraging signs 
in the data to suggest that, apart from the gains in tenns of academic skills required 
for the dissertation, involvement in research also contributed to improving the 
teachers' abilities to read and understand professional and research literature and to 
adopt a critical perspective on what they read. At the more practical level there is also 
evidence to suggest that participation in the course had a positive effect on the 
teachers' development of a number of skills, namely the ability to observe/describe, 
analyse and evaluate (Gilpin, 1989; in press) that they may put to effective use in 
their future practice. 
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CHAPTER 10 - THE TEACHERS' CONCEPTIONS OF TEACHER- 
RESEARCH AND SELF-PERCEPTIONS AS ENQUIRING 
PRACTITIONERS 
The rationale for involving practitioners as researchers of their own practice has often 
been connected with an aspiration to democratise enquiry and give teachers control 
over what is to count as knowledge about practice. Paradoxically, however, much of 
what has been written about teacher-research has been by academic researchers and 
educational theorists. As Cochran-Smith and Lytle have argued: "What is missing 
from the knowledge base for teaching [ ... ] are the voices of the teachers themselves" 
(1990: 2). Not only is it necessary for the teachers' voices to be heard about what is to 
count as professional knowledge, but also about the very notion of teacher-research 
as a knowledge generating activity. This appears to be particularly relevant in cases 
where formal involvement in research is imposed on teachers as part of their training. 
This chapter describes the participants' ways of conceiving of teacher-based 
research and their self-perceptions as reflective, enquiring practitioners. The pilot 
study revealed that, because of the respondents' tendency to provide very short free 
answers little relevant information was obtained in this respect via open-ended 
questions fonnulated in the questionnaires. My decision was that the quality of data 
should take precedence over quantity, and that these issues would be addressed in 
greater depth through interviews. 'Me qualitative information provided by some 
respondents in the questionnaires will be used as a crosscheck to the interview data. 
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10.1. Conceptions of teacher-research 
The interview data revealed two different ways chosen by the teachers to describe 
teacher-research. One was in terms of its aims and purposes, which I shall call the 
functional view of teacher-research. The other was in terms of its nature and process, 
that is, in terms of scope, focus, and methodological approach. This I shall call the 
structural view of teacher-research. 
Table 10.1 - The evolution o 'the teachers' vieivs qf teacher-research If 
Views of 
Teacher-Research 







Functional oassessment purposes eassessment purposes eassessment purposes 
view eproblem-solving eproblem-solving *problem-solvini, 




Structural *small scale esmall scale 
view *short duration *short duration 
*quick impact on *quick impact on 
practice practice 
oinfon-nal data *rnore conventional 
collection data collection 
(systematic) 
As depicted in Table 10.1 these two co-existing views underwent some changes as 
involvement in research progressed. The vision of teacher-research defined in terms 
of both its objectives and its nature and process changed in two main directions over 
time on the course. Following an initial tendency to conceive of practitioner-based 
enquiry mainly for evaluative and problem-solving purposes, there emerged a belief 
in the potential of teacher-based research as a process of discovery and a path to 
professional development. Teacher-research, loosely defined by the respondents after 
attendance on the Research Methods unit, as an enquiring practice based oil 
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information obtained in a more or less informal way - orally and through direct 
observation - was later (after immersion in research for the dissertation) conceived as 
small-scale enquiry carried out by classroom practitioners in a more systematic way, 
on the basis of evidence gathered via more conventional means of data collection. 
10.1.1. Thefunctional view of teacher-research 
From this perspective practitioner-based enquiry was perceived and discussed 
essentially in the light of its objectives. At entry to the course, the participants' 
tendency was to conceive of teacher-research mainly for assessment and problem- 
solving purposes. Practitioner-based enquiry was described as a means of assessing 
the effectiveness of teaching methods and techniques against the learning outcomes, 
a way of assessing the learners' abilities and progression, and a way of unveiling and 
solving classroom problems: 
from my point of view teacher-research * 
is research into different things in 
the classroom, teaching approaches, pupils' strategies and reactions, for 
example. And on whatever problems may exist, and how to encounter the 
problems, or how to overcome the problems, and all that. I would say it's 
research carried out to find out about what teaching techniques need to be 
changed if better results are to be obtained. (I 1 /1/3) 
to me it is more of finding out reasons why certain pupils do]Yt do this, why 
they don't study like this, why they cannot understand, what their 
weaknesses are: So for me it is more about classroom research , it means 
going down to the root of the problem [ ... ] pinpoint and pick out the 
problems that you face and your pupils face and try to find solutions. 
(II/C/3-4) 
to me teacher-research is something [ ... ] to get to know our students, their 
abilities [ ... ] their cultural backgrounds, their language, their mother tongue, 
and this will help us in our daily teaching. (Il/G/3) 
I would say that teacher-research is research that is conducted to know about 
whatever teaching methods or anything that has got to do with a classroom 
problem and that can be improved. [ ... ]I think the main reason, the purpose for that research is to improve on whatever aspects have got to do with 
teaching in the class. (11/1-1/4) 
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A few references were made to the exploratory dimension underlying enquiring 
practitioners' decisions to find out about different aspects of the teaching and 
leaming process (observation of learners' strategies and responses, teachers' 
instructions, classroom management, task assignment). Nevertheless, such 
commitments were ultimately regarded as evaluative exercises aimed at changing or 
improving the teaching performances: 
teacher-research would be finding out about the kind of language that the 
teacher uses in the classroom, the methods that the teacher uses in the 
classroom, how does he manage the class, how does he set up the activities, 
how does he give the instructions, how do the students follow the teacher's 
instructions, how do they achieve the objectives after they've started doing 
their work. [ ... ] and all this with a view to improving the teaching aspects 
that prove to be inefficient in promoting success and good learning. (I I /A/4) 
Underlying the functional view of teacher-research was the conception of enquiry 
informed by the "confirmatory" perspective of research (Biddle & Anderson, 1986) 
derived originally from the natural sciences and built upon the assumption that social 
research is likely to produce objective information useful for social planning. This 
view was to persist to the end of the in-service programme. However, it became more 
sophisticated towards the end of the first year, when teacher-research was also 
described as a process of discovery in which practitioners may involve themselves in 
order to clarify perceived problems and to leam more about particular aspects of the 
language classroom: 
[teacher-research] is about finding out what problems there are in the 
classroom, what is happening in the classroom so that things can be changed 
and improved. (I2/A/4) 
It is research based in the classroom itself [ ... ] It's a process through which 
you come to understand better the situations, and why things happen the 
way they happen. (I2/B/5) 
teacher-research refers to the kind of findings related to aspects of the 
classroom that the teachers might like to know in order to change or 
improve their teaching practices and strategies. (I2/D/4) 
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it's about what you can observe in your classes, what you need to know 
about your students' reactions, the methods used by the teacher and their 
implications. [ ... ] maybe in order to make the necessary adjustments to the 
way you teach, you know, your methods and the techniques you use in the 
classroom. (I2/E/5-6) 
Tbe exploratory dimension accorded to practitioner-based enquiry was reinforced 
in the functional view of teacher-research held by the participants after the 
dissertation phase. By the end of the course two finther functions had emerged, 
teacher-research as an awareness-raising endeavour and a basis for professional 
development: 
[teacher-research] helps the teachers to understand how they are doing 
things in the classroom [ ... ]. It helps them to be aware of the sort of 
problems that they might face in the classroom. (13/A/ 10) 
teacher-research to me means raising awareness [ ... ] relating that to 
professional development, how do I improve myself as a teacher, how do I 
get on sort of developing as a teacher, rather than just waiting for in-service 
courses and that sort of thing. It depends on how you see teaching as a 
profession. Is it ongoing, is it just training now and that's it? (13/D/7; 8) 
the most important thing is teachers doing research in their classrooms for 
professional development, to be more professional, to be more mature, to be 
more mature in our approach in dealing with problems, teaching problems, 
and in dealing with our students' learning problems [ ... ]. (13/E/7) 
it has to promote leaming, and it has to promote growth in either the teacher 
or the leamer. (13/F/7) 
10.1. Z The structural view of teacher-research 
One dominant theme in the participants' attempts to define teacher-research from the 
structural point of view was the distinction between what they called "formal" and 
"infonnal" research. At the end of the Research Methods unit the differences between 
"formal" research (associated with academic research) and "informal" research 
(associated with practitioner-based enquiry) were explained in terms of the scope and 
the focus of the enquiry. Teacher-research was seen as consisting of small projects of 
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investigation carried out on a smaller scale than research undertaken by academic and 
professional researchers, and focussing on particular aspects of the language 
classroom: 
[teacher-research] it's whatever small research teachers can do in their 
classrooms. [ ... ] well, it's what I would call, you know, a sort of mini 
research, I mean, small projects carried out by the teachers. (I2/A/4) 
It's doing small investigations on different aspects of the classroom, like for 
example to find out how the pupils go about carrying out the language tasks 
assigned, how they interact, the teachers' use of language when she gives 
instructions, asks questions, and all that. (I2/B/5) 
it's about the teacher doing a small-scale type of study on certain things that 
she would like to know better, questions that she is not very sure of about 
the classroom, and she would like to find out. (12/F/6) 
It's teachers doing a small research in their classrooms. Maybe to find out 
about small aspects of their teaching, [ ... ] very specific aspects of the 
teaching methods and about the pupils, and how the pupils learn the 
language. (I2/IV4) 
The time-scale was another distinguishing feature of teacher-research. Given its 
small-scale dimension, practitioner-based enquiry was also seen as a process with 
more immediate effects on practice: 
If it's done by teachers in the classroom, it's got to be sort of mini research, 
I mean, a small-scale research. It's research that takes less long than 
research done by the experts on a larger scale. [ ... ] and the teacher can see 
more immediately what needs to be changed, what solutions she can adopt 
for the problems. (I2/G/5-6) 
At this stage, the participants' tendency was to regard practitioner-based enquiry 
as methodologically different from the more orthodox approaches to social science 
research. In general, the respondents placed very little emphasis on the collection and 
selection of data in a systematic way. Instead they appeared to favour the 
practitioners' reliance on information obtained via less conventional means of data 
279 
gathering (such as direct observation and infonnal conversations) in order to address 
particular questions emerging from daily practice: 
Research doesift mean doing it necessarily in the same way like we find in 
the j ournals and all that, but it can be simple research like when you observe 
your students, you talk to your students and you find out whatever problems 
they're having and, you know, you try to find a solution. That in itself is a 
minor research. (I2/C/4) 
maybe some sort of unconscious thing, not really a direct observation with a 
checklist in hand, you know, ticking it out. Not written down, it's more 
of a mental checklist. (I2/B/3) 
what I mean is [ ... ] teachers collecting the data more simply, 
just talking to 
the parents and asking them about their children, or asking the children how 
they feel about learning the language, or check the pupils' marks, their 
results, and see how successful their teaching is. (12/1/4) 
This loose definition of teacher-research reflects the practical orientation to the 
Research Methods unit, and it bears much in common with Berthoffs (1987) 
assertion that enquiring teachers need to place little emphasis on data gathering since 
they already possess all the information required to re-examine their own 
experiences. The view remained unchanged until the end of the course, appearing to 
have been reinforced by the work done for the dissertation. Scope, focus, time frame, 
and direct impact on practice were the distinguishing features of teacher-research put 
forward by the respondents at this stage: 
Basically that's what I think about teacher-research. Maybe something less 
formal than what we've done here for our dissertation, and in a smaller 
scale, I mean, just looking into a certain aspect of the classroom. (13/B/7) 
not in such a big scale [like the dissertation], I mean, this one would take a 
long time [ ... ] what I mean is small-scale in the sense that they look at a 
certain area in their classes, they look into it deeply, try to write down 
whatever they think and try to find out why. (13/E/6) 
I think that's the most practical and the most valuable research, because they 
[teachers] are doing it in real time and they are trying to deal with the 
classroom problems at that time. Whereas if you are going to do [ ... ]a large 
scale like what we did for our dissertation it will be a delayed solution to 
your problems. (13/C/3) 
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The only relevant change in the participants' view was in terms of methodological 
approach. In the fmal interviews at the end of the course teacher-research was 
described as a process entailing the collection of evidence via more conventional 
means of data gathering and in a more systematic fashion, with a special focus on 
classroom-based problems: 
as long as it's done according to [ ... ] certain patterns, [ ... ] you 
don't just play 
around with your data, [ ... ] as long as you are consistent and systematic, as long as you use a certain methodology and can account for it, you are doing 
some valid research. (13/B/8) 
You sit in the classroom and you set down your tape, and you say I'm going 
to record my interaction with the pupils in the classroom. And you go back, 
you sit down and you observe those things. It might be able to tell you, look 
you're doing this, you could have done it this way or that way. (13/D/7) 
As long as you search, as long as you are consistent, and you make sure that 
whatever you find out is valid. That's what teacher-research is. You search, 
and you find answers to it. (13/F/8) 
Less consensus was shared among the group of teachers taking part in the 
interviews about the ways of sharing and disseminating the results of practitioner- 
based enquiry. Some respondents favoured the need for teacher-researchers to 
produce written reports of their investigative endeavours: 
It would be very difficult to call it research if you have just the data in your 
mind, because others wouldn't know about it. But if you have written up in 
a way that other people could read it, and perhaps compare to their own 
experiences, that would be better than to have it just in your mind. (131WI 0) 
Because research has to be carried out through giving out questionnaires, 
doing interviews, and then you analyse your data and then write it up. Write 
it up and share our views with our colleagues. 
[If you don't do that you don't call it research? 
I don't think so, no. (13/1/6) 
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, Other respondents took a more pragmatic stance as they considered the task of 
writing up as a burden on the teachers' professional routine and consequently a force 
mitigating against the involvement of classroom practitioners as researchers: 
as we know very well teachers have so many things to do in schools that to 
demand them to write they will not do it, I mean they will be maybe 
offended even to try out to carry out some research, because they have to do 
it, to write it up. (13/G/9) 
[it's done] in terms of teachers observing their students, keeping notes 
and records, or maybe keeping a diary or something like that, and then using 
whatever comes out of it. But not having to write something as we did for 
our dissertation. (13/B/7) 
In the respondents' view, teacher-research was best seen to constitute a form of 
enquiry not necessarily bound by the constraints of the traditional fonnat of the 
academic dissertation. Instead it was described as a process of investigating 
classroom events in a systematic manner, and informed by the teachers' current 
theories of practice rather than shaped by theoretical constructs and frameworks 
derived from the literature. As one respondent said: 
This time we had to write a dissertation because probably it's part of a 
university course and they want to see whether you can relate what you read 
to what you have investigated, so probably in that way it's necessary, but if 
you were just a normal teacher doing research I don't think you would need 
to relate it to the literature as such in that way. (13/B/7) 
This view resonates with the vision postulated by teacher-research theorists like 
Meyers (1987), Mohr and MacLean (1987), and Bissex and Bullock (1987) who have 
urged classroom practitioners to take up the role as researchers through identifying 
their own questions, documenting their observations, analysing and interpreting their 
data in the light of their current theories, and sharing their results primarily with other 
teachers. 
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10.2. The teachers' self perceptions as future reflective, enquiring practitioners 
Whether the teachers in this study are likely to become teacher-researchers when they 
return to work can only be addressed tentatively, based on the participants' accounts 
of their self-perceptions as enquiring practitioners. In this respect, two main 
questions are under investigation: 
(a) Were the teachers considering to take up the role as enquiring practitioners 
in the future? If so, what main interests would guide them to adopt an enquiring 
stance towards practice? And if not, what did they feel might prevent them from 
doing so? 
(b) Into which level of interest (in Habermas's (1972) terms: technical, 
practical, and emancipatory) did their predictions fall? 
Evidence was found in the interview data to suggest that the adoption of a 
reflective, enquiring stance to future practice might become part of the respondents' 
professional routine. This was described by the teachers as a reflective orientation at 
an observing, informal level as opposed to the theoretical format of the academic 
dissertation and the more structured forms of enquiry represented on the teacher- 
research continuum described in Chapter 2. This attitude towards their future role as 
reflective, enquiring practitioners was consistently held by most of the respondents (7 
out of 9) over time on the course. 
Underlying the claims made by these teachers was an attempt to draw a distinction 
between the kind of reflective approach to practice based mainly on observation, 
which they believed they might be able to adopt in the future, and the formal kind of 
research conducted for the dissertation (establishing the focus of the study, defming 
the specific objectives of the enquiry, selecting the appropriate methodology, 
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developing the research instruments, collecting, ordering and analysing data, and 
reporting findings): 
maybe I'll be just probably conducting research through observation, maybe 
I'm just observing them [the pupils] and looking at, for the case of their 
writings, their written scripts. Or maybe just on-going sort of research on the 
students, not formal research where you sit down and plan. Probably just in 
that way. (12/C/5) 
I might be doing something different, let's say different from how we have 
done here for our dissertations, you know, something more of the kind of 
going to the classroom and just observing our students and our teaching, the 
way we teach and the way they learn, [ ... ] that kind of thing that gives you insight into what you are really doing and gives you the possibility to know 
yourself better and your students, their needs and their styles, and plan your 
work according to it. (13/A/ 10) 
what I think we teachers can do is something a bit different, you know, not 
going into doing a research like we did here, but sort of being more 
observant in our classes, and giving more attention to problematic aspects of 
our teaching and our learners, and then try to do things differently or try 
different ways, and see whether we can get better results and improve our 
teaching. (13/C/3) 
The possibility of getting involved in investigative experiences similar in nature to 
the one of the dissertation was considered either as a path to achieving higher 
professional status through gaining fiirther academic qualifications, or as a job 
imposition in consequence of being promoted to posts where undertaking and 
reporting research is seen to constitute part of the professional requirements: 
Unless [ ... ] it is required, let's say maybe my Headmaster asks me to do it for 
certain things and see where we could get it, then I'll carry it out, if not we 
won't have the time. (I2/F/4) 
it will depend on my position when I go home, whether I'll go back to the 
classroom or I will be in a sort of administrative position where I have to say 
write syllabuses or things like that, and administer courses. So it's going to 
depend on what exactly I'm going to be doing. (13/A/9-1 0) 
if we go back to schools the possibility, you know, of carrying out any 
research I think will be very slim. However, if you are posted to teacher 
training, then it's I think one of the criteria, while being a lecturer where you 
need to carry out research, do publications. (I3/C/4) 
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In these teachers' view, any involvement in formal, academic research 
represented, above all, a means to an end rather than an end in itself. In this sense, it 
was seen more as an academic and administrative imposition than as a path to 
professional autonomy and empowerment. A number of institutional, cultural, and 
personal difficulties were evoked by these teachers to account for their claims: heavy 
workload, class size, curricular and extracurricular demands, and lack of material 
resources were the main institutional problems. This was complicated by lack of 
acceptance and collaboration from peers and superiors, and hostility from parents to 
teachers' attempts to investigate sensitive topics related to the pupils' family and 
social background: 
I don't think that as classroom teachers we have the conditions to undertake 
research in our own classroom, to investigate our own teaching practice. I 
don't think so. 
[Why not? ] 
Because firstly we have a lot of work in our country. The paper work we are 
inundated with [.. ] we have to cope with that plus extra-curricular and [ ... ] 
some parents may be very sensitive to certain things like, you know, when 
you ask about their economic standings they might be sensitive about it, 
so you have to be very careful about that. (I2/F/4; 5) 
Well, I think in general it can be used in classroom but obviously you are 
likely to be faced with certain practical problems such as time and material 
constraints, especially in my own situation because what is happening is 
sometimes I go to schools where you hardly find material that can help you 
do what you want to do like carrying out research. (12/D/2) 
as far as my country is concerned, we have so much work. That's a very 
unfortunate thing, we are bogged down by paper work, exams, we have to 
meet the demands of the syllabus, we have no time to conduct research 
because we have to go back to extra-curriculum activities, we have sports, 
we have to find the time. We would love to, honestly, but we have to fmd 
the time. (13/F/8) 
Some personal factors, mainly related to family commitments, were also referred 
to by the participants as constituting obstacles to their work as teacher-researchers in 
a fon-nal way: 
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teaching is your career but it is not your life, you see, you also have your 
family and how you are going to juggle research, teaching plus your family 
life, all in one? I mean, you have to be some sort of super hero to do it, 
unless you are given time out to do research. (13/B/7) 
And there's another factor, we have to balance our personal and public lives. 
Because we all have our families, no matter what, you have a child or you 
have a husband, you have your boyfriend or your parents. Somehow you 
can't give hundred per cent to work. (13/F/8) 
These claims were corroborated by the comments made by some of the 
respondents to the questionnaires: 
Time constraints plus other professional duties would limit the possibilities 
of doing research. (Q2/02) 
There are too many constraints we have to face. Too many teaching periods, 
classes up to 50 students, too much work to be marked, administrative 
hassles, especially by head teachers. (Q2/04) 
It's applicable, but the only question is the time factor. Due to workload, I 
really don't think I'm able to do much research. (Q2/06) 
A different pattern of response was elicited from 2 other respondents whose views 
about their future role as enquiring practitioners changed in a positive direction as the 
course progressed. After the experience of direct tuition in research methods (end of 
year 1) the idea of becoming researchers of their own practice was rejected by these 
two participants on the account of institutional and personal difficulties similar in 
nature to those pointed out by other members of the group. At the outset their 
intentions regarding future involvement in investigation were described in terms of 
academic and job description, that is, depending on the possibilities of pursuing 
postgraduate qualifications or being assigned to teaching posts at Higher Education 
level: 
I think it greatly depends on my job. If, let's say, I'm being posted to a 
teacher training college where I need to look at how trainees are leaming 
maybe it will arouse my interest, but as a teacher if I'm posted to schools to 
teach again as a teacher then I don't think it will come into the picture again, 
because [ ... ] we have time factors, I have my own family, I have to look 
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after my own family after my job. [ ... ] it affects your teaching time, your 
preparation will be affected, because you can't possibly devote the time to 
two aspects, you see, so you cut down on your teaching or your preparation 
to go and research. [ ... ] if I get a bad appraisal then my family will be 
affected also, my promotion prospects will be affected. (12/E/3-4) 
I think if after completing the course I could teach in the teacher training 
college then most probably I'll have to do research on that area that I'm 
teaching, because the requirement now is for every lecturer to produce an 
article to be published in the monthly college magazine. [ ... ] Now that I've been exposed to how to go about doing research more or less clearly in the 
research methods course, maybe I'll be researching at least once [ ... ] if I have the time to follow my studies at a higher level or something like that. 
[ ... ] and I think for a country like Malaysia where we have the teachers 
appraisal that can be good, let's say for our promotion, and that will 
come in handy I think. (12/fI/5-6) 
By the end of the course, these two teachers' views had changed as they expressed 
an intention to adopt an enquiring stance to practice in the future in a more or less 
structured, systematic way: 
not in such a big scale, [ ... ] what I mean is a small scale one in the sense that they look at a certain area in their classes, they look into it deeply, try to 
write down whatever they think and try to find out why. [ ... ] if certain kind 
of research is done every day, not like what I've been doing now, but 
something easier [ ... ] through getting your data and analysing it and drawing 
your conclusions, to look into things with different eyes, so that we 
somehow we are aware of what we are doing, we are aware, a kind of 
awareness is in us that we need to improve all the time. (13/E/6; 7) 
perhaps I'll be conducting it in a different way than what I've done here, [ ... ] 
not going so deeply into it, not having to plan a research as such, but looking 
at the diaries, for example, and analysing the data and thinking about the 
problems, and thinking of ways to solve the problems and to change things, 
you know. That's how I see it. (13AHI 11) 
Consonant with teacher E's intentions as an enquiring practitioner in the future 
was his belief in research as part of teaching, an idea that he had initially rejected, 
although he was still aware of a number of obstacles to be faced by teacher- 
researchers. In articulating his experience of involvement in research on the course 
with the real context of practice, teacher E's intentions as a future enquiring 
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practitioner were expressed in terrns of his personal interest in action research, a topic 
that was not part of the formal tuition in research methods but which he had learned 
about from the literature: 
It should be part of teaching daily life, that they do certain research in 
schools in certain areas that they are doubtful about. [ ... ] there must be an 
element of research in them, real research not just by thinking about it. [ ... ] 
most of the time we just take [things] for granted, [ ... ] we need to have 
action research, [ ... ] I'm very much influenced by it, the action research that I've read from David Nunan's book. (13/E/6; 7) 
Teacher H also contemplated the possibility of initiating research for other than 
certification purposes, that is, "without being asked to do so" as an academic 
imposition: 
in July this year I'll be teaching and most probably I'll spend about maybe 
four or five years teaching, and maybe if possible at the end of those five 
years, if I'm still interested to finther my studies, I'll do so. In fact I think 
what I've learned while doing this dissertation will be very helpful, for 
example during the next five year period if I'm to collect data [ ... for the 
purpose ofl doing research on my own without really being asked to do so, 
I'll be practising that during the next five years. (13/IV 10- 11) 
10.3. The teachers' levels of interest as reflective, enquiring practitioners 
The teachers' tendency was to envisage their reflective, enquiring practice in the 
future as guided principally by what Habermas, (1972) called a practical interest. The 
interviewees sustained this view over time on the course. Where changes occurred 
these were in relation to the focus of reflection. Following an initial stage where the 
main focus was on the learner, the participants' attention shifted towards a practical 
interest focussed on the teacher. The following quotes illustrate the leamer-centred 
practical interest expressed at interview after the Research Methods unit: 
I would investigate [ ... ] why is it that some students find it easier to grasp the language and to use the language whereas some others find it so difficult 
to plough through the language classes and get easily demotivated. [ ... ] Whether ifs because of personality, whether ifs because they are not 
interested, whether they don't see the use for it or whatever, you know. 
(I2/B/3) 
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I might look into my students' own interests, and also their needs as 
learners, their difficulties in learning the language, so that I could adapt my 
strategies to suit the students' needs and help them achieve better results. 
(I2/C/5) 
I think that the most important is to see which tasks are most appropriate for 
our pupils to learn better the language, which are the most suitable activities 
for them to improve their language skills, and the interaction between the 
students on task. (12/G/4) 
I'd like to investigate [ ... ] how the pupils can be motivated to learn the language. What strategies are more suitable to help those pupils who are not 
very motivated to learn the language. (I2/1-1/3) 
Underlying such claims was a practical interest in reflection and enquiry guided by 
the intention to uncover problematic aspects of the classroom and to examine 
teaching goals and practices with a view to introducing and assessing changes to 
practice in order to suit the learners' different styles, needs and capabilities. 
As the course progressed reflective, enquiring practice was seen to constitute a 
way for practitioners to examine their theories of practice and the influence of their 
work on students, teachers, and curricula. Particular emphasis was placed on 
teachers' involvement in research for professional development through self 
assessment and scrutiny, the ultimate aim being the improvement of the learning 
conditions. The teacher-centred practical interest is illustrated in the following 
extracts from the final interviews: 
One thing is [ ... ] for improving oneself as a teacher, I get to 
improve myself. 
Another thing, the most important is for the learners. The research will fit 
into the learning. The learners will benefit in the end. If I do research about 
them I know what makes them weak, and I know things like what 
discourages them. So through research I can improve all my teaching which 
in the end will help the learners with their learning. So just to benefit myself 
and the learners. (13/F/8) 
above all it's for self-falfilment, I mean, for their own development as 
teachers. You can go on in-service courses, and to conferences, and all that, 
but if you do your own research there is also a lot that you can learn from it. 
And then you try to find out the weaknesses of the students, the problems 
that the students face, and maybe also to evaluate their own teaching, 
methods or techniques. (13/C/4) 
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10.4. Discussion of results 
The different experiences of involvement in research on the course may have shaped 
the ways chosen by the teachers to define teacher-research, and to envisage their 
future role as reflective, enquiring practitioners. After attendance on the Research 
Methods unit teacher-research was loosely defined as an immediate, reflective and 
reflexive questioning process referenced to particular classroom events and contexts, 
and with particular focus on learners. After the dissertation it was described as a 
process of investigating classroom events in a more formal manner on the basis of 
teachers' personal theories of practice, and more focussed on teaching. 
In contrast with the practical nature of the tasks assigned in the Research Methods 
unit, the theoretical nature of the work involved in reading and doing the dissertation 
may have informed the teachers' tendency to appreciate the systematic nature of 
practitioner-based enquiry as they became involved in their research projects. 
However, the theoretical model of the dissertation appears to have reinforced the 
teachers' sceptical attitude towards future involvement as researchers in a formal, 
academic sense. 
10.4.1. The teaching and doing research dilemma 
Underlying the teachers' views of teacher-research and of themselves as future 
enquiring practitioners was an attempt to address the 'leaching and doing research" 
dilemma, that is, to conciliate two different roles inherent to the image of the teacher- 
as-researcher: teaching and doing research. This explains the participants' tendency 
to defme teacher-research in contrast with formal research that is undertaken for 
academic purposes, and to envisage their future role as reflective practitioners 
working at a more informal level of "reflection on professional action" (Wallace, 
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1998). This reflective stance contrasts with a process of more structured reflection 
(Pollard and Triggs, 1997; Wallace, 1991,1998) through collecting, describing, 
analysing and evaluating information and engagement with public theories in a 
systematic way. It has close links with Berthoff s (1987) and Brittoifs (1987) broad 
view of teacher-research as a more informal process of interrogating action with a 
potential as a means of improving practice. In the respondents' view, this was the 
kind of reflective endeavour better suited to their teaching practice given the 
demands imposed on them by their professional contexts of work: heavy work load, 
constraints of time and material resources, curriculum impositions, the socio- 
professional culture of the school, and family and social life. These are relevant 
points to bear in mind about the individual nature accorded by the teachers to 
practitioner-based enquiry, and the value accorded to observation as central to 
reflective practice. 
10.4. Z Observation as a basisfor reflective practice 
The teachers' inclination was to adopt a reflective stance to future practice based on 
observation as an occasional process of focussing on practical problems and making 
interpretations without systematic evidence, that is, a more reactive process of 
"noticing7' classroom events (McDonough and McDonough, 1997: 101). 'Ibis 
constitutes a means-end process of noticing and trying to understand what is 
happening in a given situation and why things happen the way they happen. In other 
words, it is a forni of practitioners' response to practical events that are commonly 
noticed and discussed in the "plain words" of everyday conversations (Handal and 
Lauvas, 1987; Griffiths and Tann, 1992). 
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The value accorded by the teachers to observation as central to reflective practice 
guided by a practical interest appears to reflect the practical orientation to the taught 
component of the TEFL course in general, and to the Research Methods unit in 
particular. In this sense the experience of involvement in research on the course may 
have developed the participants' reflective abilities and raised their awareness of the 
potential of engaging in problem identification (Kemmis and McTaggart, 1982) 
through noticing and questioning events and situations of everyday practice. 
10.4.3. The individual nature of teacher-research 
A dominant note in the participants' views of teacher-research was the fact that it was 
seen as an individual undertaking. Despite the fact that most of the practical research 
tasks were carried out in groups, only very rarely was practitioner-based enquiry 
regarded by the respondents as a collaborative endeavour. This may have been 
reinforced by at least two different factors: the traditional view of teaching as a job 
perfonned essentially at an individual level, and the individual nature of research 
conducted for the dissertation. In this sense, the experience of doing the dissertation 
may have served to obscure the collaborative nature of classroom-based teacher- 
research conveyed in the Research Methods unit. 
Another dominant aspect in the respondents' testimonials was the tendency to 
place practitioner-based enquiry widlin the boundaries of the classroom. Only 
occasionally were the school and the community referred to as possible territories for 
teachers to explore. This appears to be the kind of belief conveyed in a great deal of 
literature concerned with teacher-research, particularly in ELT, where practitioner- 
based enquiry has often been advocated and discussed in association with the 
classroom-based research tradition. The emphasis placed on the language classroom 
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in the Research Methods unit may also have reinforced the idea of the classroom 
setting as one defining feature of teacher-research. However, this tendency may have 
been adopted by the teachers following understanding of their cultural contexts of 
work. After all, as some of the teachers claimed, this is sensitive territory, especially 
in the context of highly hierarchic educational systems. 
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CHAPTER 11 - CONCLUSIONS 
The main focus of this study has been two-fold: (a) the process of learning about 
research experienced by the teachers on the course; and (b) the outcomes of this 
experience in terms of its contributions to the professional development of the 
teachers, and to their ways of conceiving of teacher-research and of themselves as 
reflective, enquiring practitioners. 
The multi-stranded approach adopted to involvement in research on the course -a 
reading mode (through reading around the course and for the dissertation), a tuition 
mode (attendance on the Research Methods unit), and an immersion mode (the 
dissertation) - created opportunities for the teachers to become directly involved in 
the theoretical discourse of the academic community, and to improve their abilities as 
reflective practitioners, with positive effects in terms of their professional 
development and personal growth. However, as the study has also revealed, 
involvement in research in this particular context was problematic. Some in-built 
tensions existed between the three modalities, which may have affected this leaming 
experience and the teachers' perceived outcomes of it. 
11.1. Overview of results 
The main fmdings about the process of leaming about research can be summed up as 
follows. 
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9 The teachers' focus as readers, learners and initiators of research was 
determined by the perceived relevance of the research tasks to their most 
immediate academic requirements, and to their main expectations from the 
course. 
As readers of research, there was a progressive increase in the amount and depth 
of readings done by the teachers over time on the course. Their tendency was to read 
more research as the course progressed and they became more actively involved in 
the dissertation. This correlated with the tendency to read more professional literature 
as the course progressed. Parallel to the increase in the amount of reading there was a 
growing interest on the part of the teachers in the structural and interpretative aspects 
of the research reports. 
During formal tuition in research methods, the practical research tasks most 
appealing to the group were those with direct links with the English classroom and 
which were more likely to promote reflection on practice and self-scrutiny. This 
personal development orientation contrasted with the participants' expectation from 
the Research Methods unit which was to get preparation for the dissertation work. 
However, as initiators of research, the teachers' tendency was to focus their studies 
on topics related to English teaching and learning. Here one of the main problems 
resided in the need to reconcile the practical interest that detennined the choice of 
research topic with the theoretical nature of the dissertation, that is, to explore and 
articulate practical issues in the method and the language of theory. 
9 Apart from a number of practical problems similar to those reported in 
other studies (time constraints, heavy coursework load, pressure to meet 
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assessment deadlines), each mode of involvement presented the teachers with 
distinct kinds of difficulties at different levels. 
The main difficulties with reading and understanding research were at the 
technical and interpretative levels (understanding technical language and statistics, 
and understanding the researchers' lines of analysis, argumentation and theories). 
The main difficulties with the practical research tasks assigned on the Research 
Methods unit were of a technical nature: designing research instruments and using 
data display techniques, and performing time-demanding tasks such as transcribing 
and coding data. At this stage, interpretative difficulties were with data analysis and 
interpretation, and validity of results. 
The major difficulties with the dissertation were of a structural and interpretative 
nature. In structural terms the main difficulties were in formulating researchable 
questions, making methodological decisions, selecting relevant reading materials, 
and structuring the dissertation. At the interpretative level the major problems were 
with conducting the literature review, making sense out of the data collected, 
discussing and accounting for the validity of the results. At this stage, some technical 
difficulties were also reported with designing the instruments of research and 
choosing the most appropriate data display techniques. 
In general, the major difficulties were faced at the interpretative level, and these 
were perceived in all three modes of involvement in research. However, in 
comparative terms, formal tuition was the mode where more technical difficulties 
were felt by the group, and the dissertation the mode where more difficulties were 
faced at the structural and interpretative levels. 
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Different strategies were adopted by the teachers to cope with the problems 
faced in the different modes of involvement in research. 
The coping strategies adopted by the group were of two main kinds. In some cases 
the teachers chose to seek external sources of support available to them through the 
tutors, colleagues, and professional literature. In other cases they tended to 
implement certain strategies that were more intrinsically related to the research tasks 
(e. g. refocussing the research questions and reformulating methodological decisions 
and analytical frameworks). 
In this respect, the study makes a contribution in revealing the different perceived 
roles played by tutors and peers as sources of support with the different tasks 
assigned. The problems with the practical research tasks and the dissertation were 
often addressed in a collaborative manner with tutors and peers. The difficulties in 
reading and understanding research tended to be addressed either on an individual 
basis (through accessing various types of reading materials) or collaboratively with 
peers. Here the tutor was rarely called upon as a source of help. This may have been 
partly due to the individual nature of reading as an activity, and partly to the teachers' 
fear of losing face through exposing themselves to public criticism as less competent 
readers. 
In terms of outcomes three main aspects were under investigation: the contribution 
of the three modalities of instruction to the development of the teachers' knowledge 
and skills of research; and the impact of this learning experience on the participants, 
ways of conceiving of teacher-research and of themselves as reflective, enquiring 
practitioners. The following can be summed up as the main findings in this respect. 
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e The dissertation was the mode of involvement with the greatest potential for 
the teachers to develop their academic skills as researchers. 
The knowledge of research acquired during tuition on research methods (through 
reading, lectures, group discussions, seminars, etc. ) was perceived by the teachers as 
mainly procedural knowledge of structural and technical aspects of research (how to 
plan a research project, how to design instruments of research, how to devise learning 
tasks for classroom-based research purposes, and how to use a number of coding and 
data display techniques). 
T11rough involvement in the dissertation, they perceived that they had further 
developed the skills acquired previously, and gained above all procedural knowledge 
at the interpretative level. This was described by the participants mainly in terms of 
their analytical skills, and their ability to interpret and discuss their findings in 
articulation with the literature and their own contexts of practice. At this stage they 
also developed the ability to critically appreciate a number of aspects involved in the 
process of doing research, especially at the structural and interpretative levels. 
* As involvement in research progressed there was a shift in the teachers' ways 
of conceiving of teacher-research in terms of both focus/purposes and 
process. 
' The teachers' initial tendency was to define teacher-research as a process of 
reflection on action based on information collected in a more or less informal way 
(orally and through occasional direct observation) on classroom events, and with 
particular focus on learners. 
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As the course progressed their tendency was to describe teacher-research as small- 
scale enquiry carried out by classroom practitioners in a more systematic, structured 
way (on the basis of evidence gathered via more conventional means of data 
collection) and more focussed on teaching. 
The changes in the teachers' ways of conceiving of teacher-research reflect, to a 
large extent, the educational process undergone by the group overtime on the course. 
As involvement in research progressed the teachers developed academic skills and 
became more consciously aware of the systematic nature of enquiry. 
Moreover, the vast majority of the teachers decided to focus their dissertations on 
topics of practical interest to the English language classroom. To some extent this 
may explain their later tendency to ascribe teacher-research a particular focus on 
teaching rather than on learners. 
e By the end of the course the teachers' tendency was to envisage their future 
role as reflective practitioners operating mainly at a "tinkering" level 
(Huberman, 1992,1993), and guided by a practical interest (Carr and 
Kemmis, 1986) with a view to improving their performance as classroom 
practitioners. 
As discussed earlier (Chapter 10), a distinction needs to be made between the 
teachers' perceived level of competence reached on the course and the logic of their 
predictions about future use of such competencies in real life teaching. 
The teachers' perceived ability to adopt a reflective stance to practice of a 
structured kind (Wallace, 1991,1996,1998; Pollard and Triggs, 1997) resonates with 
their view of teacher-research as a systematic process of fmding out. This process, 
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which they tended to describe in contrast with the formal, theoretical nature of the 
work undertaken for the dissertation, has close links with the reflective process 
described by Gilpin (1989; in press) as one of noticing and observing, describing and 
analysing, and evaluating. This is a process of reflection whereby teachers can reach 
beyond the stage of making judgements at an intuitive level to a stage of making 
informed decisions about action through rational thinking and reasoning. This has a 
strong link with reading research given that professional rationality is also based on 
teachers' ability to interact with theory to enrich their own conceptions. Finding a 
focus, observing, and reasoning appear to be the main elements of professional 
thinking at a reflective level. Training in these skills appears to be desirable as a 
means of helping teachers move from a stage of intuitive action to a stage of making 
informed decisions. 
In contrast with newly acquired academic knowledge, which, Golby (1989) notes, 
may not be appreciated by others upon student teachers' return to work, the 
intrapersonal skills at the level of reflection described above are portable and usable 
by the person. Consequently, these skills are more likely to be put to effective use in 
the shorter-term. 
However, a number of reasons were evoked by the teachers to account for their 
sceptical attitude about future involvement in highly-structured forms of enquiry into 
practice, particularly those of the kind undertaken for the dissertation. Such reasons, 
which corroborate similar claims made in the literature, were described in terms of 
heavy workload, lack of time and material resources, curriculum impositions, family 
and social commitments. In view of these circumstances the teachers predictions 
pointed to a more likely situation where they would be able to engage in a more 
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informal kind of enquiring practice as advocated by Berthoff (1987) and Britton 
(1987), that is, a process of reflection on professional action (Wallace, 1998) based 
mainly on observation as a means of improving practice. 
These results suggest that much diversity existed between the reading, tuition and 
immersion modes, which appears to have made a number of positive contributions to 
the teachers' professional development as both teachers and researchers. 
11.2. The multi-stranded approach to involvement in research 
The relationship between the three modalities of involvement in research (reading, 
tuition and immersion) was one main aspect under investigation in this study. At face 
value this tripartite approach appeared to represent a continuum, a linear process of 
involvement in learning about and doing research. Ibis apparent linearity, however, 
has been questioned by the findings of the study which have revealed that much 
diversity existed in each of the three modes. 
Recent literature reveals a change in perspective to the discussion of teacher 
education. There has been a shift from the tendency to centre the debate on traditional 
dichotomies (theory versus practice, content knowledge versus pedagogical 
knowledge) to conceptions of teacher education as a more complex process of change 
and transformation at the individual and social levels. Four main areas have been 
brought into the discussion as important dimensions of teacher development. These 
can be briefly described as follows. 
* Self-development, that is, self-awareness, self improvement and personal growth, 
leading the individual teacher to reach beyond the kind of practice informed by 
Sch6Ws (1983) "technical rationality". Teaching has a strong personal dimension 
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inasmuch as teachers' attitudes and actions are rooted in their own different ways 
of perceiving the world and themselves as part of it (Nias, 1993). This personal 
dimension has been addressed by academic researchers and practitioners through 
using teachers' life stories and narratives as a basis for professional development 
(Ball and Goodson, 1985; Clandinin and Conelly; 1986; Dominic6,1990; 
Goodson, 1992a, 1992b, among others). 
9 Collaborative learning, which represents a process of professional growth 
through involvement in joint discussions and critical reflection of one's practices. 
Collaborative analysis of the "habitus" of teaching, that is, the more or less 
unconscious systems of perceptions, beliefs, and values that regulate practice 
(Bourdieu, 1980), can be particularly important in minimising the effects of 
teachers' tendency to work in isolation within the boundaries of their own 
classrooms. This tendency has contributed, among other things, to reinforce the 
top-down view of reform and innovation as something imposed on practitioners 
rather than done with and by practitioners. Teacher education has thus evolved 
from a stage where practitioners are seen in isolation to a stage where they are 
seen as part of collaborative professional networks (Holly and McLoughlin, 
1989). 
Action learning, in which professional development takes place in straight ip--- 
connection with, and centred on the real context of work (Thiessen, 1992). In the 
old tradition of academic-oriented subject study, INSET provision could result in 
the creation of a virtual context of practice that teachers are seldom able to find in 
their real contexts of work. Teacher education has progressively been considered 
as an on-going process centred on the complexity of day-to-day practice rather 
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than an intervention dissociated from the professional projects of practitioners 
and schools (McBride, 1989). 
* Enquiry learning, a knowledge generating process of structured reflection on 
practice. The encouragement of teachers to become researchers of their own 
practice represents a move away from the traditional belief that "good practice" is 
the result of the correct application of theoretical principles. This trend has 
challenged the "applied science" model of teacher education (Wallace, 1991), 
where research is conducted by experts in higher education institutions and 
passed down to practitioners in the classroom. Following this perspective the 
tendency has been to reach beyond forms of teacher education of a clinical type 
(Perrenoud, 1993) to involve teachers as producers of knowledge through 
becoming researchers of their own and others' practices either individually or 
collaboratively (Caff and Kemmis, 1986; Cochran-Smith and Lytle, 1990,1992; 
Ellioft, 1980,1987a, 1989,1991,1993a; Somekh, 1989a, 1989b; Tabachnick and 
Zeichner, 1991; Wallace, 1991,1998, among others). 
The merit of the multi-stranded approach to exposure to research adopted with the 
group of teachers in this study resided in the fact that it incorporated, in one way or 
another, elements of all four dimensions described above. 
Given its strong emphasis on practice the methodological orientation to the 
Research Methods unit provided the context for the teachers to acquire new 
pedagogical content knowledge, and to develop their reflective skills and abilities. 
Through focussing simultaneously on subject matter (research methods), language 
teaching methodology and language, the practical research tasks afforded 
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opportunities for the group to learn about research while being involved in a process 
of reflection on past and future practice in a supportive, collaborative manner. 
This process of experiential learning was based on the premise that "all the 
members of the class [ ... ] are equals as professionals [ ... and] all are experts in 
different aspects of [ ... ] professionalism and bring these areas of expertise to the 
course" (Gilpin, in press). Following this premise the tasks and activities focussed 
essentially on aspects of professional concern to the teachers, and all the participants 
were allowed an equal say. Thus, collaborative learning was one of the main 
elements incorporated in the tuition mode, which also provided the context for self- 
development and learning through enquiry. This in turn encouraged the teachers to 
adopt an inquiring stance to practice, although, in general tenns, at a relatively 
informal, practical level. 
The dissertation was the mode of involvement that contributed more positively to 
the development of the teachers' academic skills and abilities as researchers in a 
fon-nal sense. This was perceived by the participants as the stage where they came to 
develop greater understanding of, and insight into what doing research really entails. 
The majority also perceived that the results of the studies would have a direct 
impact on their future practice. In this sense, an element of action learning was also 
present in this mode of exposure to research. 
Another major gain derived from the dissertation was in terms of personal growth. 
Successful accomplishment of a demanding task such as the dissertation appeared to 
boost the teachers' self-image and self-confidence as professionals. Ibis feeling of 
personal growth may have been also triggered by the fact that, although they had to 
comply with the requirements of an "abstract model" externally imposed by the 
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tradition and regulation of higher education, the teachers had their own voice in 
focussing and planning their studies. The teachers' voices were valued in the tuition 
mode and the dissertation, which represented an element of empowerment attached to 
the course. Self-development and learning through enquiry were thus two main 
elements incorporated in the dissertation. 
This was complemented by the reading component of the course. Attendance on 
the course created opportunities for the teachers to access professional and research 
literature. Obviously, this represented an important source of learning about current 
developments in English language teaching and learning, and was thus a source of 
new pedagogical and pedagogical content knowledge. It also enabled the teachers to 
critically appreciate past action and consider new ways of doing things in the future, 
as well as improving their critical abilities as users of professional literature. 
Given its individualistic nature, reading was the mode of involvement where the 
greatest emphasis was placed on self-development. If, however, reading about and for 
research is doing research (Stenhouse, 1975), then an element of learning through 
enquiry was also present at this level, in the sense that, as a research activity, reading 
was a source of professional knowledge for teaching and a source of academic 
knowledge. 
These findings indicate that the multi-stranded approach to involvement in 
research was beneficial to the extent that in terms of professional gains the whole was 
greater than the sum of the parts. The whole experience of learning about and doing 
research on the course was a developmental process at the academic and professional 
levels. The task-based, experiential learning about research methods contributed to 
improving the teachers' reflective abilities and to raising their awareness of a number 
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of ways of incorporating an element of structured reflection into their practice. At an 
academic level, the dissertation provided them with access to a set of skills, 
theoretical concepts, and specialised language for exploring and discussing 
professional concerns. In this sense it helped them to become more competent 
readers of professional literature. This, in turn, is a facilitating factor of future 
engagement in reflective practice following a process of professional thinking and 
reasoning in which personal theories and beliefs are examined against a broader 
knowledge base of the profession. 
These results reinforce my earlier argument for the need to incorporate in teacher 
education courses with a research focus a range of experiences aimed at providing 
participants with practical skills required by the reflective practitioner model, as well 
as theoretical skills required for reading and understanding professional literature, 
and doing research. 
Despite its positive effects, this tripartite approach was also problematic. Some in- 
built tensions existed between the different modes of involvement in research which 
may have affected, at least in part, the process of the participants' development as 
researchers, their main motivations and focus as readers and initiators of research, 
and the ways in which they came to conceive of teacher-research and of themselves 
as reflective, enquiring practitioners. 
11.3. In-built tensions between the different modes of exposure to research 
The inclusion of research in teacher education courses is likely to raise a number of 
problematic issues. In educational terms tensions may arise in connection with two 
competing views of professionalism: one view that sees in-service education as 
306 
mainly concerned with promoting and supporting on-going professional development 
as a necessary part of the teaching role, and another view that sees in-service 
provision essentially as an award-bearing process leading to the enhancement of 
teachers' career prospects. 
The intention to provide teachers with reference points from which they may 
develop and incorporate a research dimension within their professional role is 
different to the view that research can offer them access to theoretical knowledge as a 
rational basis for action. The first option places priority on long-term values and on 
the development of attitudes, skills, and motivation. The second option is more 
concerned with providing for short-term needs and it tends to place greater emphasis 
on academic competence and "soundness" (Walker, 1985: 9-10). 
In the present case, one major tension originated from the co-existence of these 
two perspectives in, at least, the different modes of involvement under scrutiny. 
Consonant with the practical orientation to the Research Methods unit was the long- 
term objective of creating enthusiasm in the teachers for the adoption of an enquiring 
stance to future practice. However, the desire to equip the participants as enquiring 
practitioners for future professional development contrasted with the more immediate 
academic requirement of learning how to design, conduct, and write up a research- 
based dissertation. In other words, the tension between the tuition and the immersion 
modes originated from the different aims of these two modes and the different 
expectations the participants had from them. The Research Methods unit aimed at the 
teachers' professional development as classroom practitioners, whereas the 
dissertation aimed at their academic development as students. The problem resided in 
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the fact that this division was not clear to the teachers, who saw the Research 
Methods unit much as a preparation for doing and writing the dissertation. 
This view may have been reinforced on other units of the course, where the self- 
development, action leaming and collaborative learning dimensions may have 
predominated, and where research was discussed and interpreted with the teachers in 
a more passive role as users of it. 
Ilis would have had immediate consequences to the process of learning about 
research on the course. In the participants' view exposure to tuition in research 
methods was not enough to prepare them to confidently initiate research at the formal 
level of the academic dissertation. The structural and technical skills acquired during 
the initial stages of the course were fiirther developed through involvement in the 
dissertation. It was at this later stage that the teachers claimed to have developed their 
interpretative and critical abilities as researchers. 
This may probably reflect the normal progression in learning about research. One 
cannot develop the interpretative abilities until one has learned the technicalities of 
research and the skills required to develop and make use of data gathering 
instruments and techniques. However, it raises a pedagogical issue described by 
Walker as the "experience v. instruction" dilemma faced by those responsible for 
organising, planning and teaching courses that include a research element as they 
have to decide "about how to sequence first-hand experience of research and 
instruction in research methods and techniques" (1985: 5). The advantage of 
beginning by immersing students in real studies is that it brings the students closer to 
the process of doing research, and the instruction provided may be more appropriate 
to the specific needs of the students. By beginning with a period of instruction in 
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research methods, students may become more aware of the possibilities and 
limitations of research before facing problems in the field. Apparently the findings of 
the study seem to favour the latter approach and to reinforce claims that people can 
only learn how to do research, or at least how to implement certain research methods 
and techniques, through actual involvement in it (Bean, 1987; Brown and Dowling, 
1998; Walker, 1985). 
However, a number of factors may have combined to produce the deficit in 
research skills perceived by the group as they were involved in the dissertation. 
Research has provided evidence to suggest that teachers on INSET courses learn 
content which is relevant to their own perceived needs and more immediate priorities 
(Desforges, 1995). Given both the strong emphasis on aspects of practical concern on 
the Research Methods unit and the teachers' focus on classroom experience at the 
initial stage of the course, the teachers may have felt initially inclined to attend to 
those aspects of more immediate practical relevance and utility for their job as 
classroom practitioners, whereas involvement in the dissertation may have raised 
their awareness of certain difficulties with doing research. 
Moreover, the teachers' perceived need for more theoretical input on research 
methods by the time they were involved in the dissertation may be partly explained 
by the diversity of focus of the task-based approach to the Research Methods unit, 
which created an initial feeling of confusion in the teachers as they were required to 
focus simultaneously on subject matter (research methods), language teaching 
methodology, and language. 
However, the fact must be acknowledged that during the preparation of the 
dissertation the teachers received a lot of support from their individual tutors. If, as 
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the literature suggests, the presence of a leader is necessary to stimulate teachers' 
interest as participators in collaborative research projects, the presence of an 
academic tutor to whom the teachers could turn for advice in one-to-one tutorial 
sessions on a regular basis must have represented a valuable source of learning about 
research on the course. 
The practical work carried out on the Research Methods unit, for example, 
encouraged the participants to revisit their personal theories of practice in a 
collaborative, non-threatening way. This contrasted with the more individualistic, 
theoretical nature of the work involved in reading and the dissertation, the two modes 
of involvement requiring the teachers to articulate espoused and public theories (Ur, 
1992) in the form of theoretical discourse (as opposed to the language of practice). At 
this level, the teachers' main purposes and focus as readers of research were greatly 
determined by the perceived relevance and utility of the research literature to the 
requirements of the assessment tasks, an important part of which was the dissertation. 
Most of the teachers focussed their dissertations on topics of practical interest. Here 
the difficulty was in addressing and discussing questions and problems of a practical 
nature within the theoretical frame of the academic dissertation. Thus it is not 
surprising that the major problems faced by the teachers at this stage were at 
structural and interpretative levels, in contrast with the main difficulties faced on the 
Research Methods unit with the technicalities of the research tasks assigned. 
The in-built tensions between the three modes of involvement in research also 
appear to have had some longer-term effects. The contrast between the practical 
orientation of the Research Methods unit and the theoretical orientation of the 
dissertation and other written assignments may have influenced the change in 
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perspective revealed in the teachers' ways of defining teacher-research. As the course 
progressed and the teachers became more focussed on, or proficient in, the theoretical 
discourse of academic research (as opposed to their initial focus on practice) they 
grew in terms of academic skills and consequently came to appreciate better the 
structured, systematic nature of research. 
However, the tension between the practical nature of the work developed in the 
Research Methods unit and the theoretical nature of the work undertaken for the 
dissertation may have reinforced the "fundamental differences between the nature of 
research and the nature of teaching as intellectual and social processes" (Walker, 
1985: 5). As Chen (1993) points out, reflective teachers are culturally and socially 
nurtured by significant others such as co-operating teachers, peers, pupils, 
supervisors, and principals, and the total formal and informal schooling context. This 
contrasts with the cultural and social context of the academic dissertation. The 
dissertation can be in itself a socialising process for the person who writes it, to the 
extent that it may lead the author to reflect on both his/her practice and the discourse 
expected by the academic institution. However, despite the support from tutors, this 
socialising context is also one of individualism, isolation, anxiety, and an underlying 
implicit feeling of competition for marks. 
Although the dissertation was the mode of involvement in research with the 
potential to bring public and personal theories of practice together, there were a 
number of problems attached to it. It had a heavy weight as an assessment element, 
and it was undertaken under pressure of time to meet submission and examination 
deadlines. This required that the research study was carried out as a linear sequence 
of steps leading to a final written product aimed above all at fulfilling academic 
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criteria for certification purposes. Under such circumstances, the experience of the 
dissertation may have discouraged the teachers from considering a number of ways of 
structuring reflective practice within the constraints imposed on them by their 
professional contexts. Furthermore, it is possible that training in reflection parallels 
language learning. Much of what learners do in the language classroom is at the level 
of controlled practice, which is different to using language in real life situations. 
Similarly, much of the training in reflection provided to the teachers on the course 
was guided by the tutors and therefore at a very controlled level, which differs from 
reflective practice in real life teaching. 
11.4. Implications of the results 
This study concerns one group of teachers in a specific context. Therefore the results 
are not intended to be generalisable to other cases. Rather they may help to increase 
the theoretical knowledge of the processes that were at work in this particular case. 
However, given that the characteristics of the instructional context under scrutiny 
may not be unique to this particular situation, the findings of the study provide some 
reference points which may be relevant to the discussion of the involvement of 
teachers in research on teacher education courses. 
As discussed above, there are at least two main perspectives that may inform the 
inclusion of research in teacher training curricula. One is the certification perspective, 
which casts teachers in the role of researchers working within the formal paradigm of 
academic research to produce a dissertation. The second is the professional 
development perspective, which emphasises involvement in research as a form of 
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structured reflection directed to local contexts of practice, as a basis of on -going 
professional development. 
As far as the first perspective is concerned, the results of the study suggest that a 
number of learning experiences can be successfully incorporated in research-based 
courses to help participants become more effective readers and doers of academic 
research. As readers of research the teachers' lack of expertise and unfamiliarity with 
the theoretical discourse of academic research created a number of difficulties in 
reading and understanding the research literature, which they tended to address on a 
more or less individual basis, without turning to the tutors as a source of support. 
Formal training in reading research papers/reports would appear to be beneficial to 
the extent that teachers would become familiar "with a variety of common types of 
research reports to comprehend them and to understand why the findings are reported 
the way they are" (Wallace: 1996: 292). 
One of the strategies frequently adopted by many teachers in the group to cope 
with the reading difficulties was to turn to more user-friendly books and articles on 
the same topics of the research reports. This suggests that the use of graded materials, 
at least at the initial stages of the course (a practice that may well have been adopted 
in different units of the course) can be helpful to teachers to get progressively 
familiar with the theoretical discourse of the research community. Another way of 
helping students penetrate the literature on a particular field/area would be to provide 
them with graded reference lists, that is, reading lists organised in such a way as to 
give students indications about which items constitute fundamental readings and the 
foundations to more difficult materials. 
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In contrast with the reading mode, collaboration and mutual support from tutors 
and peers were forms of help frequently sought by the teachers to cope with the 
difficulties they faced as learners and initiators of research. Both this tendency and 
the participants' positive feelings about collaborative learning on the Research 
Methods unit suggest that much benefit could derive from introducing regular 
seminars for teachers to meet and discuss problems and exchange ideas related to 
their research projects while keeping the individual nature of the dissertation. This 
might have a number of positive consequences. In pedagogical terms, it would afford 
the incorporation of another learning element into the process of conducting a 
research-based dissertation. In personal and social terms it might lessen the effects of 
competitiveness and anxiety, and give the teachers some sense of self-assurance and 
confidence. In developmental terms it would provide a forum for dissemination of 
findings and ideas which remain usually confined to a restricted audience: the 
individual teacher-researcher, the tutor and examiners, and a small number of other 
teachers whose research interests may coincide with the topic areas explored in the 
studies reported in the teachers' dissertations. Furthermore it would be a way of 
encouraging teachers to seek continual professional development through 
incorporating a collaborative dimension into future practice. However, it would be a 
further pressure on time on what was, in fact, a heavily "taught" course. The number 
of hours of contact were high all through the dissertation preparation period, and the 
teachers might have resented the imposition of yet another timetabled session. 
Most of the studies reported in the literature concerned with the involvement of 
practitioners as researchers have been conducted with in-service teachers on part- 
time courses. In such cases, the participants have direct access to practice while on 
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the course. Consequently, they can establish more immediate links between research 
(in many cases within the action research paradigm) and teaching. Ilis was not the 
case with the group of teachers under scrutiny. Through placing a strong emphasis on 
aspects directly related to the language classroom, the task-based approach to the 
Research Methods unit appeared particularly relevant as a way of minimising the 
difficulties caused by the participants' lack of immediate access to real time contexts 
of practice. Under such circumstances the practical research tasks assigned on the 
Research Methods unit that were most appealing to the participants were those with 
the most direct links to real classroom practice and most directly related to aspects of 
professional concern. This suggests that a task-based, experiential learning approach 
may be successfully implemented with full-time students to equip them with the tools 
and skills to adopt a more informed reflective stance to future practice. However, in 
view of the fact that the teachers perceived the preparation received on the Research 
Methods unit as insufficient to the dissertation, a more traditional transmission-based 
approach might have been helpful in providing them with the input in research 
methods required for the production of an academic dissertation. This could have 
been done after the teachers had chosen their research topics and questions. This 
suggests that a learning component based on a more traditional transmission-based 
approach to instruction may be appropriate to provide students with the input in 
research methods and techniques required for the academic dissertation, especially in 
cases of teachers' first formal encounters with research, and with participants from 
cultural backgrounds that are predominantly transmission based. 
The fact that the major difficulties felt by the teachers with the dissertation were at 
the structural and interpretative levels reinforces previous claims that these are 
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; aspects of research that pose greatest difficulties to students (e. g. Bean, 1987). This 
suggests that these are probably course content areas that require more intensive 
preparation in terms of the students' academic development. 
The professional development versus academic certification dilemma has far 
reaching consequences for the range and scope of teachers' involvement in research 
on courses, and for what are considered appropriate tasks, formats, and styles of 
presentation. It may be difficult for practitioners to address and articulate questions of 
practical relevance within the criteria imposed by academic regulations. In this 
particular case, a great effort was required from the teachers to create a synthesis and 
balance out the theory-practice dichotomy as it existed on the course, which suggests 
that research tasks that focus on practical issues that arise directly from participants' 
professional concerns may not always be appropriate to meet course assessment 
demands. In this sense, the findings of the present study reinforce previous claims 
that within a reflective teaching model of INSET, the preparation of a formally 
designed research project produced to meet the criteria imposed by academic 
regulations may not be the most appropriate kind of project. 
As discussed earlier (Chapter 2), through exposing teachers to the theoretical 
frameworks and discourse of the profession, the dissertation may serve two important 
purposes: to prepare them to become more successful readers of professional 
literature, and to equip them with the academic skills required to pursue studies at 
higher levels. In this respect, the findings of this study indicate that involvement in 
the dissertation appears to have made some positive contribution in that it gave the 
teachers greater insight as users and producers of professional discourse, and it 
afforded them some first-hand experience on which they can draw upon in future 
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academic work. However, as discussed earlier, the potential of the dissertation as a 
stimulus for incorporating research as a normal part of teachers' subsequent 
professional life is questionable, given the highly-structured forms of research that it 
may foster and the consequent demands of time and expertise that it imposes on 
teachers (Allwright, 1992a, 1992b, 1995,1997; Wallace, 1996). 
Allwright (1992a, 1992b, 1997) and Wallace (1996,1998) suggest that action 
research and exploratory teaching projects that more closely complement the normal 
working lives of teachers be considered as possible alternatives to the academic 
model of the dissertation. This, however, can be difficult to implement in full-time 
courses attended by teachers who are detached from practice. In such cases, the final 
project might take different forms such as those suggested for Masters courses in the 
group discussions at the IELTDHE Fourth Annual Seminar (Gilpin, 1995). These 
included a materials design project with a justification or academic defence; a 
publishable article or set of publishable articles; a conference type of presentation 
with notes and articles to go with it; an in-service seminar of the kind that overseas 
students might be asked to do when back in post; or a portfolio (a body of work with 
a rationale). Flexibility of choice for a final project would raise a number of obvious 
problems in terms of supervision, validation, and assessment. Furthermore, it is 
worth noting that, as suggested by the findings of this study, the dissertation can be a 
useful academic exercise not to turn students into future researchers, but to help them 
develop critical, analytical reading and writing skills, both of which are key 
transferable skills from the courses. However, this appears to be an interesting area 
for debate, and a territory to be explored through joint efforts of academic 
researchers, teacher educators, teachers, and sponsors. 
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11.5. Significance and limitations of the study 
The quality of case study as a method of research with distinguishing features can be 
assessed against a number of epistemological and methodological criteria of 
significance, completeness, validity and reliability (Yin, Bateman and Moore, 1983; 
Yin, 1994). 
Given its revelatory nature, the significance of this study rests on the contribution 
that it makes to the general discussion of teachers-as-researchers within formal 
contexts of teacher education. It also makes a contribution in uncovering a number of 
relationships between three aspects which have been usually addressed separately in 
empirical work on teacher-research: reading research, learning about research 
methods, and doing research. In this respect the study has revealed how a number of 
variables (cognitive, motivational, pedagogical and institutional) influenced the 
process of learning about research on the course, and the extent to which this learning 
experience represented to the teachers a developmental process in academic, 
professional and personal tenns. 
The study is also relevant in providing some empirically-based analytical 
frameworks that may be of value in ftu-ther attempts to understand what happens 
when teachers encounter research. These frameworks include a taxonomy of stages 
and underlying tasks and activities of reading and doing research (Chapter 6, Table 
6.1); an extension of the taxonomy into two double-entry matrixes of research 
tasks/activities and modes of involvement in research (Chapter 6, Figure 6.1), and 
content areas and types of knowledge about research (Chapter 6, Figure 6.2); and a 
teacher-research descriptor (functional and structural views of teacher-research) as 
described in Chapter 10 (Figure 10.1). 
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According to Yin (1994) completeness of case studies can be characterised in 
terms of the boundaries of the case, the collection of evidence, and the absence of 
artifactual conditions. Ibis is best explained by the author in the following tenns: 
the complete case is one in which the boundaries of the case - that is, the 
distinction between the phenomenon being studied and its context - are 
given explicit attention. [ ... Secondlyj [t]he complete case study should demonstrate convincingly that the investigator expended exhaustive effort in 
collecting the relevant evidence. [ ... ] This does not mean that the investigator should literally collect all available evidence - an impossible 
task - but that the critical pieces have been given "complete" attention. [ ... 
And thirdlyj [a] case study is not likely to be complete if the study ended 
only because resources were exhausted, because the investigator ran out of 
time [ ... ], or because he or she faced other, nonresearch constraints. (Yin, 1994: 148-149) 
The present study appears to satisfy Yin' s third set of conditions for a complete 
case study to the extent that it was designed in view of the objectives of the research 
and the duration and structure of the course. However, it is at the level of the two first 
set of conditions that the main limitations of the study are to be considered. These 
can be more properly seen as a problem of boundaries. The focus of the study is on 
the components of the in-service course where, in terms of the curriculum, explicit 
reference was made to input on research methods (Research Methods unit) and 
involvement on the actual doing of empirical research, that is, the dissertation 
(Students Handbook and Syllabuses, 1993-95). However, the general aims of the 
course to enrich the participants' knowledge and understanding of their specialist area 
of study and to develop their professional attitudes through the study, analysis and 
criticism of theory and relevant literature and research, suggest that contact with 
research would have occurred in more or less overt and explicit ways in all of the 
different taught units of the course. As explained earlier, these course components 
could not be scrutinised due to institutional impositions related to the introduction of 
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a new staff appraisal system at the time when the field work was being conducted for 
the purpose of the study. Nor could the individual supervision of the teachers' 
dissertation work. 
The extent to which this particular experience is likely to bear any impact on the 
teachers' future practice could only be addressed tentatively on the basis of the 
participants' self-perceptions as reflective practitioners. As explained earlier, the 
attempt to survey the group after return to work was frustrated by the lack of 
response to a questionnaire which was sent to them one year after completion of the 
course. However, apart from long-term effects, a number of issues emerge from the 
study which are reference points for ftuther research. 
11.6. Suggestions for further research 
In the present context of teacher education there are a number of indications that 
research is becoming increasingly more important linked to the reflective teacher 
trend. One of such indicators is the growing number of undergraduate and 
postgraduate programmes that include a taught component on research methods. 
Parallel to this tendency is the number of books now available in research methods 
for teachers in both general education and TEFL. In mainstream schooling in the UK 
there has also been an increase in teacher-research, perhaps encouraged by the 
partnership school scheme. The Teacher Training Agency, for example, have recently 
decided to make L5,000 grants available to stimulate school-based research. 
However, in view of the way INSET funds are now distributed at school level there is 
a risk that fewer teachers are able to do INSET courses where they would be likely to 
learn how to do research. While some teachers must learn how to do academic 
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research because a few become researchers, for most teachers on INSET courses, 
both native speakers and overseas students, the possibility that they go on to do 
research on even a small scale, informal level will depend on context and practical 
opportunities. It is thus important and necessary that more longitudinal case studies 
similar to the one reported in this thesis be conducted with particular reference to 
different contexts of instruction. 
It would be interesting, for example, to compare different methodological 
approaches to instruction in research methods in terms of their contribution to the 
development of teachers' academic and professional skills. Equally, or perhaps even 
more important than this process-product kind of orientation, would be the adoption 
of a more exploratory approach to case studies of the process of leaming about 
research in different contexts of instruction informed by different views of 
professionalism (e. g. the on-going professional development perspective versus the 
academic certification perspective). Such studies might provide evidence of the ways 
in which different perspectives on professional development are likely to affect the 
process of leaming about research. 
The literature on teacher-research suggests that the impact of involvement in 
research on teachers' work may depend, among other things, on a number of 
motivational factors that lead practitioners to join research projects on a voluntary 
basis. In some cases (e. g. Ben-Peretz et al., 1990; Bridges and Lah, 1982; Copper, 
1990; Cooper and Ebbutt, 1974; Hargreaves and Grey, 1983) participation in 
research-based courses appeared to have a more positive impact on those teachers 
who approached the courses with some kind of intrinsic motivation and in a critical 
frame of mind. It is possible that those few teachers in the present study with a more 
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positive attitude about the adoption of a more formal reflective stance to future 
practice were either more intrinsically motivated or in a more enquiring frame of 
mind than the rest of the group. Linked with motivational and personality factors is 
the stage of the career at which involvement in research may occur. In this particular 
case, for example, involvement in research may have been facilitated by the fact that 
most participants had a long experience in teaching upon which they could draw as 
learners and initiators of research. Different results might have occurred with pre- 
service or less experienced teachers. More empirical studies are necessary that 
address the impact of exposure to research in relation to the different stages of the 
career as described in the literature concerned with the professional trajectories of 
teachers (cf. Huberman, 1992,1993, among others). The empirically-based analytical 
frameworks provided by this study may be of value to future work on teachers' 
involvement as learners and doers of research. 
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APPENDIX 1 
Interview protocols 1,2, and 3 
INTERVIEW 1- (BEGINNING OF THE COURSE) 
1. How are you enjoying your stay in Bristol? 
2. How are you enjoying studying with other teachers? 
3. What is it like being a teacher in your country? 
4. Could you tell me something about your experience as a 
teacher? 
5. Can you remember any particular episode in your teaching 
life that has made you feel really happy? 
6. Can you recall something that has made you feel 
particularly unhappy about teaching? 
7. (a) What does teacher-research mean to you? 
(b) How did you learn about that? 
(c) Have you ever engaged in research of any kind? Could 
you tell me about that? 
8. What do you think you will get from the Research Methods 
unit? 
9. What are your first impressions about the B. Ed. Programme 
in general? 
10. Is there anything else you would like to tell me? 
INTERVIEW 2- (END OF FIRST YEAR OF THE COURSE) 
I would like you to tell me about your experience of 
learning about research. 
(a) What are the most important things that you have 
learned about doing research? 
(b) What do you think has been most beneficial for your 
learning about research? 
(c) What have your main problems/difficulties been in 
learning about research? 
(d) How have you managed to cope with those problems? 
(e) How helpful has your previous experience as a 
teacher been for your learning about research? 
(f) Can you think of other possible ways in which you 
could learn best about research? 
2. (a) What have the main gains been for you as a teacher 
from learning about research? 
(b) How applicable do you find what you have learned 
about research to your own classroom teaching? 
(c) What kinds of things would you like to investigate 
in your own classroom/school? 
(d) How would you go about doing that? 
(e) What main problems would you expect to face in 
investigating your own classroom? 
(f) Can you think of possible ways of minimising such 
problems? 
3. (a) In your opinion what does being a teacher-researcher 
involve? 
(b) At the present stage of your attendance of the 
course what advice would you give to a colleague in 
your school who has decided to learn about doing 
research? 
(c) Suppose that one of your colleagues in your school 
asks you what teacher-research is about. What would 
you tell him/her? 
4. (a) Could you mention 3 or 4 books, articles, papers, 
that you have read and found very interesting? 
(b) Could you mention 3 or four books, articles, papers 
that you have found interesting but difficult to 
read and understand? 
(c) Why did you find them difficult to read and 
understand? 
(d) How have you tried to overcome such difficulties? 
5. What about your dissertation? 
(a) Have you decided on your topic? 
(b) How are you planning to explore it? 
6. Are you seeing yourself differently as a teacher now? 
In what aspects? Why/Why not? 
7. Is there anything else you would like to tell me? 
INTERVIEW 3- (END OF THE B. ED. COURSE) 
1- What was your dissertation about? 
2- How did you find out about what you wanted to investigate? 
3- How did you decide on this way of investigating your topic 
of research? 
4- Why did you decide to investigate on that topic? 
5- What has the process of doing the dissertation meant to you 
as a teacher? 
6- (a) What types of materials have you been reading for the 
purpose of doing your dissertation? 
(b) Can you remember any particular readings that you have 
found really relevant for your dissertation? 
7- During the process of doing your dissertation 
(a) what did you find to be the easiest tasks? 
(b) what were your main difficulties? 
(c) how did you cope with such difficulties? 
(d) in what other ways do you think you could have been 
helped to overcome such difficulties? 
8- (a) If you were to repeat a similar experience of 
conducting research is there anything you would 
consider doing differently? 
(b) What things would you do differently? 
9- What about your plans for the future? 
(a) possible implications of the experience of learning 
and doing research to future professional life 
(b) perceived gains of such an experience 
10- (a) What is your present view of teacher-research? 
How would you define it? 
(b) What does it represent to you being a teacher- 
researcher? 
11- Is there anything else you would like to tell me? 
APPENDIX 2 
Questionnaires 1,2,3, and 4 
QUESTIONNAIRE 1 
Dear Colleague, 
This enquiry is a means of collecting data for the purpose of a study 
I am currently conducting on foreign language teacher education. 
I am particularly interested in observing some processes of change 
teachers are likely to undergo over a period of time. Thus this 
questionnaire is not meant to assess or compare individuals. Rather 
it is supposed to reveal "where teachers are at" at the beginning 
stage of the course. 
I would like to suggest that you read all the questions before you 
start to write your answers. Questions 6 and 7 (*) in Part A are most 
important for my study, so would you please try and answer them as 
fully and honestly as you can. 
And please remember: there are no "right" or "wrong" answers. 
Your information will be kept and treated in a strictly confidential 
way. 
Thank you very much for your co-operation. 
Yours, 
QUESTIONNAIRE 
Please answer the following questions: 
1. Why did you decide to become a teacher? 
2. Why did you choose to become a teacher of English 
in particular? 
3. How would you describe yourself as a teacher? 
4. What do you perceive as being your main strengths 
as a teacher? 
5. What would you consider to be your main 
weaknesses as a teacher? 
*6. What are the major problems you encounter in your 
teaching? 
*7. What strategies do you use to overcome these 
problems? 
8. In what other ways do you think you could be 
helped to improve your teaching? 
9. How do you think the B. Ed. course will help you 
improve as a teacher? 
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rhis questionnaire is about your experience of doing research for 
your dissertation. Your answers will be kept confidential and 
treated anonymously. Please do not sign the questionnaire. 





1 to 3 years 
4 to 6 years 
7 to 18 years 
19 years and over 
GRADE (Please tick to indicate your 





teacher training college 
A. This section of the questionnaire is about your experience of 
doing research for your B. Ed. dissertation. 
1. What was the topic of your dissertation? 
2. How did you decide about the topic of your dissertation? (Please 
tick the box that most closely matches your personal case) 
the topic emerged from readings I did during my attendance 
on the B. Ed. course 
the topic emerged from discussions with my tutors 
the topic emerged from points covered in lectures and seminars 
the topic emerged from classroom discussions 
the topic emerged from assignments I completed for the 
B. Ed. course [-I 
the topic was one of my professional concerns prior to my 
attendance on the B. Ed. course 
the topic emerged from discussions with my colleagues 
the topic was suggested by my tutor 
the topic emerged from my own reflection on certain aspects 
of my past teaching experience 11 
other (please specify) 
3. How did you collect the data you needed for your dissertation? 
2 
4. How much of the following reading materials have you read for 
your dissertation? (Please tick as appropriate) 
QUITE ONLY 
A LOT A FEW NONE 
books and articles on the general topic 
of my investigation 
books and articles describing research 
in the area of my investigation 
books and articles on research methods 
research papers/reports of studies 
conducted in the area of my investigation 
other (please specify) 
5. Consider the research reports/papers which you have read for 
your dissertation. Which of the following aspects of such 
research reports/papers have you been most interested in? 
(Please tick as many as appropriate) 
the methodology adopted in the studies 
the researchers, concepts or theories 
the review of the literature related with the studies 
the way the researchers support their claims 
the findings of the investigations 
the applicability of the research findings to my own 
classroom teaching 
the author's interpretation of the results 
the processes of analysis of the data used in the studies 
the discussion of the findings of the studies 
the discussion of the problems faced by researchers in 
conducting their studies II 
other (please specify) 
3 
G. At which of the following stages of your dissertation did you 
face most difficulties? (Some of the stages may not apply to you. 
Please tick as many as appropriate) 
(a) choosing the topic of my dissertation 
(b) formulating my research questions 
(c) selecting the reading materials relevant to my study 
(d) writing up my literature review 
(e) choosing the most appropriate methods of data collection 
(f) designing my instruments of research 
(g) piloting my instruments of research 
(h) gaining access to the people involved in my study 
W getting answers back from the people involved in 
my study 
(j) making sense out of the data collected 
W discussing my results in relation with the literature 
(1) accounting for the validity of my results 
(M) discussing the implications of my results 
(n) structuring the different chapters of my dissertation 
(0) writing up my dissertation 
(P) other (please specify) 
7. Which of the stages listed above did you find to be the most 
difficult one? 
8. What did you do to overcome the difficulty which you have 
indicated in 7. above? 
4 
I 
9. At which stages listed in 6. above did you feel the greatest 
need for support from your tutor? (Please indicate as many as 
appropx-iate. Eg: (a), (b), (c), etc. ) 
10. Which of the following do you consider to have been most 
helpful to you in the process of doing your dissertation? 
(Please tick as many as appropriate) 
(a) reading on the topic of my dissertation 
(b) reading research reports/papers of studies conducted in 
the area of my investigation 
(c) reading about methodology of research 
(d) consulting with my tutor 
(e) what I have learnt on the course unit on Methods of 
Research 
(f) exchanging ideas with colleagues in my group 
(g) exchanging ideas with other teachers with experience of 
doing research for their dissertations 11 
(h) attending specific lectures/seminars on how to conduct 
research and write up a dissertation 11 
(i) other (please specify) 
11. From the items that you ticked above which do you feel to have 
been the most heli3ful one? 
12. Are there any kinds of support that you lacked and wished you 
had been given in order to help you with your dissertation? 
YES II NO II 
If YES, please specify: 
5 
13. If you were to repeat the same research study is there anything 
that you would do differently? 
YES NO 
If YES, please specify briefly: 
Please complete the following sentences: 
14. The results of my research suggest 
15. (a) What I have learned about doing research from doing my 
dissertation is: 
(b) In order to feel more confident in conducting research in 
the future I feel I still need to know more about: 
16. What has the process of doing your B. Ed. dissertation meant to 
you as a teacher? 
6 
0 








41 0 Eý 
(a ri 0 
41 ji k 
4J 41 44 
r-I 0 (d Ea M 
(13 ., 1 ý Ea ril 0) 0 
ji EO rd -H ri EO rcl a) 
a) (d :3 a) :j a) ý: 41 H 4 Aj 4J W 4. )4 U rd 
4J ý4 ril rd to 4J >i 4J :j 
(D 'Tj 4. ) rcl Ell ra a) >, 
x Ea (d E) ý 44 :3 0 10 ra 0w 
ý 
a) 0 4-1 P 0 
A rq 0 UH En a) u 
ro 44 4J $4 r-I 44 ul .0 $4 0 p 0) (d 0 0 ri 4J ý 4J :j 4-) r-4 
4-3 $4 Q) 0 Ea 0 :j 41 ra 
(a :j Erl 4J ril EO >4 0 u M 







- i- l 
IQ d 
E 0 H 
ý4 >4 j 4 r r ( . ri 04 0 0 r: 4J rd 41 
0P 44 a) 44 (d 1010 ý4 (d 
$4 0 V Fý a) 0) w Ul 
0444 (1) (d Old a) a) 4J Ea 0 u 
9 
P4 .9 EQ 
P 410 P4 :J 10 .0 u Aj 41 0 4. ) 41 0 (TS 
0 'a 
ý4 4) 0 i0 tn (d 0 0 0 c: ul i 10 M 41 (D M r d) -ri 0 ý4 HH 1 ul I j r4 Ea > a) Aj 0 44 0 44 tn a) r4 0 (d A A 'd H 0 Eý r: 0P u tp 0M 't, u u0 0 . r-I 10 04 rl a) r. 1 .0 to 
IS4 t3) 0 0) 0 0 
ý: 4-) 0 t3l 4" 0 rl ji 
u0 41 4J -ri Aj a) ril 4J P ý: a) 4 0 En 10 . rj r4 ri ji 0 (1) 0) rz ri 0 41 0 10 4) to 'cl > 10 5 W 4J rq 
10 (a H (L) rd to 0 rd a) 10 r= (d >4 4 r-I 6 A ri 4 0u U 4 Q) u A 44 0 ri) riP 0 r4 U 0 HU H H0 00 4J rtj P 
0) 0 a 0) 0 ý4 
ji CD r4 0 to a r4 P 
(d u U p U 0) J-) 10 a) a) M $4 >1 a) u0 P (d (d pa0 p Ea 4-) $4 Aj (D 0) 0 1ý 04 
. rj a) (d 41 (1) (d 44 (d a) W Ea 41 k- 
10 -r-I 9 ý4 a) rd U) a ril a) a) rtj w0 d (D ý ri rz 4) 0 a) :j 44 a) 
., I a) 0) k 
( 
0) (a 4J 
l 




p Q) ý4 (13 k u ITJ 0 M ' 
10 r-I 41 ld 4) P0 cd Ea U 0 'o 
ý 
4j - rl 
14 - 
>1 W 5 tv -I ' >1 r. 0 V, (is Aj a) 




4J 5 4. ) a) rn p 0 (1) 0 A U) (d 






r! :3 p r-i :3 Q) :j m0 ý4 41 




(1) 5 (d a > 0) 9 






F, to 4J 
ý4 





b) 0-1 w 0 () 
















') 0 0 ý u Ji 
-ri r-I (d ri .0 
ýt to 41 ji :3 r-I (d 0 41 rci 0 -H (d (d 41 :1 10 r. 1 u 
10 r-4 4J 41 
w 0 4J m M 
w w 4J Ea 
x (d (1) a) 9 0 (L) 0 41 4-1 
Ul En 0 H 4J 9 ri 0 
to Lo w 00 4J 
p 




a ril ý 
$ 





A 4 Aý r-i 0 -I 
rl 
-i 1 
41 P 4 ) 
r 
44 0 r 4- 
P 4 (is 0) .. H En E) 
R 
r. 0) P p 04 4J 0 4 ri 0 
10 0 0 
1.,. U 4J -, I U $4 4J 





04 r. ) ri P Vj 41 U (L) 41 Q) ri 
(o A ., I rj 00 ý4 ca 0 ý4 ý4 0 04 04 fo Q) 
v 0 a) ri 0) 
Q) 4J 4J rd ca R 4-) ul Q) 
4. ) > VI Q) W ., 1 (1) Q) $4 
., q Q) 41 (13 4j $4 4 ý: > P 
tn 0 10 
0 U 4-) 
0 41 
00 41 
rd -r-4 41 
U cri 44 to ul 4-1 U 44 
. rj 00 44 a) rq 0 t3) 0 (13 P 0 (L) 
.0 41 0 -rq pm 
40 ji ý4 cc w 
A 4) U -H 0 a) ril a) 
u w Q 4-) :j rd r-4 ý4 0 0H $4 r-I P 4J :j (t 
a) p Aj 0 Eý 04 P r-j X (a 0 4-1 4) a) a) 0 tp Q) 0 ý Q) Q) 0p 
44 ca 'd P H ;j 4-4 U 4-J ý4 . 14 0 
u 0) 0 (a 0 .00 Q) 9 J-) 44 
. rl $4 -ri 4 (D 44 (d $4 P rl 44 0 0) (d C- 
10 04 U P a) 4j ro 
P4 "r, 0U 




P 4-J J-j -r-I U 
0 0) 10 10 0) 0 a) 1 -11 rA tn 41 Q) > (d (d u rA W -1 >0 M0 >1 Ea a) 
s (d 10 10 -r-I Ea 4J 
r= (is -rq r, r4 r-I ý4 
W (L) 0 $4 04 rq (d 0 ji _1 4 P4 0 
ro 41 44 H H0 rj tn 0 rd U P4 4) 
ý 
C- 
a) (d 10 41 -ri H rd 4-J 0 (d mu 
r1 41 r-I Ea 4J ý4 0 r-I a) rq 4-j 
0u to rd a) ý4 4-4 4J rl 4-) r-4 
0 ri ri rj 0 to tyl rd u a) 
ý: P4 : 3: ý: M a) ri 0 44 
Cý 0 44 0 "ri rc: 
$4 
rl H A-) H H0 P4 -r-I H H ro E-4 0 H P4 HH 
00 
B. If there is anything relevant that you would like to say 
about your involvement in research during attendance on the 
B. Ed. course please do so. 
C. If there are any relevant comments or information that you 
would like to add please do so. 
THANK YOU VERY MUCH FOR COMPLETING THIS QUESTIONNAIRE! 
9 
QUESTIONNAIRE 4 
This questionnaire is aimed at assisting me in collecting data for 
the purpose of an investigation that I am currently undertaking an 
language teacher education. Your answers will be kept confidential 
and treated anonymously. Please do not sign the questionnaire. 
GENDER: Male 0 Female 11 
TEACHING EXPERIENCE: 1-3 years 0 
4-6 years 0 
7-18 years 0 
19 years and over 0 
Please tick to indicate your current teaching placement: 
classroom teacher 0 
lecturer 0 
head teacher 0 
deputy head teacher 0 
head of department 0 
district key personnel 0 
district official 0 
TYPE OF INSTITUTION: 
primary school 0 
secondary school 0 
adult/continuing education 0 
higher education 0 
teacher training college 0 
other (please specify) 
0 
Please tick to indicate your teaching placement before your 
attendance on the B. Ed. Course in Britain: 
classroom teacher 0 
lecturer 0 
head teacher 0 
deputy head teacher 0 
head of department 0 
district key personnel 0 
district official 0 
TYPE OF INSTITUTION: 
primary school 0 
secondary school 0 
adult/continuing education 0 
higher education 0 
teacher training college 0 
other (please specify) 
0 
How many years of teaching experience did you have when you 
started your B. Ed. degree in Britain? 
A. This section of the questionnaire is about some aspects of 
your professional experience since you completed your 
B. Ed. degree. 
1. What do you consider to have been your main gains from 
taking the B. Ed. degree? 
2. Do you recall any particular course unit, seminar, or course 
event that has particularly influenced you? 
Yes 0 No 0 
0 If YES, what course unit, seminar, or course event was it? 
* Why was it particularly influential to you? 
3. Have your classroom teaching practices been influenced by 
what you learned on the B. Ed. course? 
Yes 0 No 0 
9 If YES, please specify. 
2 
4. Please tick to indicate your degree of agreement or 
disagreement with each of the following statements: 
Strongly Strongly 
Agree Agree Undecided Disagree Disagree 
The research I did for my D. Ed. dissertation 
directly relates to my own real teaching context. 00 
I have been able to apply my research findings 
to my own teaching practice. 
S. Have you shared the results/findings of the research you 
did for your B. Ed. dissertation with other teachers in. your 
country? 
Yes 0 No 0 
If YES how did you share your research results/findings? (Please 
tick as many as appropriate) 
verbally at staff meetings 0 
talks in teacher training courses 0 
presentation at a conference 0 
journal article 0 
other (please especify) 
0 
6. Have you carried out any research into your teaching 
practice since you finished your B. Ed. degree? 
Yes 0 No 
If NOT, briefly explain why. 
3 
e If YES, please indicate what kind of investigation it was: 
* Why did you decide to do it? 
Was it conducted in collaboration with other teacher 
colleagues? 
Yes 0 No 
9 Have you made any presentation of your findings? 
Yes 0 No 11 
If YES, how did you present them? (Please tick as many as 
approgriate) 
verbally to colleagues in my school 11 
verbally to colleagues in other schools 0 
at a conference 
in a journal 
other (please specify) 
0 
7. Have you been involved in any research project of any kind 
since you finished your B. Ed- degree? 
Yes 0 No 
* If YES, how did you become involved in it? 
4 
B. Does your school regularly receive any journals, magazines, 
etc. relevant to your work as a teacher? 
Yes 0 No 
9 If YES, could you please indicate which ones: 
9. Do you subscribe to any professional journals, magazines, 
etc.? 
YesD No 11 
0 If YES, which publications do you subscribe to? 
When did you start your subscription (Please tick as many as 
approgri a t: e) : 
prior to your attendance on the B. Ed. course 0 
during your attendance on the B. Ed. course 0 
after your completion of the B. Ed. course 0 
e What types of articles/papers interest you most? 
5 
1O. What kinds of professional reading have you done since your 
return to teaching after completing the B-Ed. degree? 
(Please tick as appropxiate) 
quite only 
a lot a few none 
books and articles on ELT methodology 
and/or other areas of Education 0 0 0 
books on research methods 0 0 0 
research papers/reports in ELT and/or 
other areas of Education 0 0 0 
books describing research in language 
teaching and learning and/or other 
areas of Education 0 0 0 
other (please specify) 
0 0 0 
11. To what extent do you think that what you learned about 
classroom research has been useful to you? 
* Could you give one or two examples of how this has happened: 
6 
B. If there are any relevant comments or information that you 
would like to add please do so. 
I THANK YOU VERY MUCH FOR COMPLETING THIS QUESTIONNAIRE! 
